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LO CUS O F  C O N T R O L ; A  U N F Y IN G  C O N C E P T  A F F E C T IN G  V IS U A L  
P E R C E P T U A L  M O T O R  A C H IE V E M E N T  A N D  C O M P E N S A T IO N
C H A P T E R  I
IN T R O D U C T IO N  
The m a jo r  hypothesis of this study is that the concept Locus of 
Control is  an im portant determ inant in the developm ent of perception.
It  subsumes m otivational as w e ll as attentional facto rs  which u lti­
m ate ly  contribute to the ch ild ’s a b ility  to compensate fo r  perceptual 
d e fic its , w hether neuro log ica lly  o r  env ironm enta lly  caused. As Locus 
of C ontro l is highly influenced by socio-econom ic status (S E S ), an 
attem pt w ill  be m ade in this study to control S E S  by drawing a ll S ’s 
from  one S E S  le v e l. Although th is  study concerns its e lf  w ith  Locus of 
C ontro l, perceptual developm ent, and compensation in a neuro log ically  
norm al population o f low er m id d le -c lass  ch ild ren , the theoretica l 
hypotheses m ay have relevance fo r  those ch ildren  whose d ifficu lties  
are  diagnosed as learn ing  d isab ility  o r  m in im a l c e re b ra l dysfunction.
Socio-econom ic Status S tudies  
The genera l in e ffic ien t perceptual developm ent of the low er
class child is w e ll reported in the lite ra tu re  (D av is , 1969*, G ro tberg , 
1970% H allahan, 1970, Kappelm an, Kaplan and G anter; 1969, Kunz 
and M o y e r, 1969; R esnick, 1969, and S ho res , 1969). T h ere  is  also  
evidence th a t.lo w er-c lass  children have defic its  in lingu is tic  cevelop- 
m ent, (Deutsch, 1967; John, 1963; Ryckm an, 1967), in m ental ab ility  
(L e s s e r , F ife r  and C la rk , 1965), in conceptual and categorizing abil­
itie s  (C la rk  and R ichards, 1966; Deutsch, 1967; Kofsky, 1967;
Ryckm an, 1967), and on tests of in telligence (C olem an, 1966; Karp  
and S ie g a l, 1965), Explanations offered fo r  the low er class ch ild 's  
lack o f norm al development of cognitive, perceptual a n d /o r language 
processes p r im a r ily  involve inadequate e a rly  preparation fo r  structured  
learn ing due to corresponding environm ental defic iencies and a general 
lack o f experiences which are  usually  available to the m iddle class ch ild .
T h e  research  cu rren tly  availab le  on the re lationsh ip  between the 
perceptual and m otivational capacities of low er class children indicates  
that ch ildren  fro m  low er socio-econom ic areas have lo w er levels  of 
asp iration  and subsequently p erfo rm  below chronological age leve l on 
perceptual tasks (Epstein  and K o m o rita , 1971; S h o res , 1969). In 
addition, (B irch  (1969) has investigated the socio-econom ic influence 
w ith regard  to learning and behavioral d ifficu lties  in his w ork w ith  
prem atu re  infants. B irch  postulates that p rem ature  infants fro m
im poverished fa m ilie s  do not overcom e o r  compensate fo r  the assault 
o f e a r ly  d e liv e ry  as much as do p rem atu re  infants from  m id d le -c lass  
fa m ilie s . B irch  found m a jo r  d ifferences in la te r  incidence of learn ­
ing d isab ilities  and accounted fo r  them by assuming that im poverished  
children  have m ore assaults on them than they can compensate fo r  and 
that the fa m ily  cannot provide the necessary a m e lio ra tive  in terven­
tio n . B irc h 's  assumptions have im portant ram ifications  fo r  percep­
tua l development and subsequent school perform ance.
F u rth e r , the Colem an R eport (C olem an, 1966) indicates that 
the re la tiv e ly  "ex tern a l"  expectancies of disadvantaged ch ild ren  are  
c ru c ia l determ inants o f academ ic under-perform ance in th is  popula­
tion at the sixth grade leve l and above. Disadvantaged ch ild ren  appear 
to believe that th e ir  e ffo rts  w ill  not a ffect the outcome of th e ir  academ ic  
p erfo rm an ce. T h e ir  b e lie f in external control d ire c tly  influences th e ir  
leve l o f m otivation and, subsequently, th e ir  achievem ent.
P resent research  continues to support the hypothesis that the 
lo w er class ch ild 's  perceptual development is  d ire c tly  affected by his 
im poverished surroundings. The consensus of investigations indicates  
that in the lo w er class child  the convergence of a d iso rd ered  and dis­
trac ting  environm ent, the lack of tra in in g  in contingency awareness  
w ith  regard  to s tim u li in  the v e ry  e a rly  y e a rs  o f life  and m aterna l 
behavior which fa c ilita te s  a b e lie f in ex tern a l control serve  to fos ter  
a shortened attention span, d is tra c tib ility , figure-g round prob lem s.
hyp eractiv ity , m otor d isinhib ition  and low m otivation to achieve —  
a ll c h a rac te ris tic  of the percep tua lly  handicapped child reg ard less  o f 
congenital anom alies.
G rotberg (1970) s tates that "the neurological elem ents of the 
organism  are  affected w hether fro m  assaults to the organism  d ire c tly  
o r fro m  in effic ien t s tim ulation  fro m  the environm ent to which the 
organism  responds (p . 3 2 5 )."  In o ther w o rd s , the development o f the 
ch ild , especia lly  n eu ro lo g ica lly , m ay be im p a ired  o r  re tarded  e ith e r  
fro m  in tern a l o r  ex terna l s tress es . The resu lts  a re  the sam e and a re  
m anifested in perceptual d e fic its .
W ith  regard  to the present investigation , the m ost s ign ificant 
aspect of child developm ent is the rec ip ro ca l influence of the child  
and the human environm ent (m o th e r, te a ch er). C e rta in ly  a m other  
w ill  respond d iffe re n tly  to a hyperactive , " c ra n k y ,"  o r  s ick  in fan t, 
and h e r response in turn  influences the fu tu re  growth o f the ch ild . 
W h ile  th is  rec ip ro ca l influence does much to explain the developm ent 
of d isordered  physica l, em otional and in te llec tu a l behavior, and w hile  
i t  does not absolve the ch ild 's  "ca re takers"  fro m  u ltim ate  responsi­
b ility , i t  does contribute to the a llev ia tio n  o f g u ilt so often suffered  
and to the d e trim en t of the optim al growth o f the ch ild .
P erceptual Studies
In an e ffo rt to substantiate the hypothesis of environm ental 
in fluence on perceptual developm ent, experim en ta l an im al research
has m anipulated perceptual development using the method o f contro lled  
re a r in g . Gibson (1969) sum m ariz ing  the outcome of this re sea rch , 
suggests that im poverishm ent o f stim ulation in e a r ly  life  m ay resu lt
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in a lack of perceptual cu rio s ity  and an in ab ility  to s ift  out d istinctive  
fea tu res  fro m  ir re le v a n t s tim u la tio n , fostering  a m aladaptive develop­
m ent o f se lec tive  attention and perceptual m o tiva tio n .
In tegrating  th is research  into a theory of perceptual learn ing  
and developm ent which contrasts sharply w ith  trad itio n a l S -R  form u­
la tio ns , Gibson assumes that the stim ulation availab le  to the organism  
provides a r ic h  and w ide v a rie ty  of in fo rm atio n . Consequently, per­
ceptual learn ing  does not m e re ly  supplement bare  sensations o r  
associate responses w ith  th em , but ra th e r d iffe ren tia tes  and ex trac ts  
in form ation  present in the stim ulation its e lf . Gibson view s the 
problem  of percep tion , in a sense, as the overabundance o f in form a­
tion contained in the stim ulation  reaching the o rgan ism , and the mecha­
nism  of learn ing  is  believed to be the selection through f ilte r in g  and 
abstractio n . Gibson view s perception as an a c tiv e , adaptive, self­
regulating process. P erce iv ing  (lik e  a ll behavio r) is  something the 
organism  does, not something that just happens.
Processes o f perceptual learning a re  thought to rem a in  essen­
t ia lly  the sam e throughout developm ent, although certa in  age and sex 
trends a re  hypothesized. Gibson's o rig ina l analys is  of perceptual 
learn ing replaces the association ist, passive v iew  of the person and
assumes in te ra c tiv e , s e l f - regulating and in te rn a lly  m otivated processes  
of lea rn in g . Supporting G ibson's theory are  a num ber o f recent studies 
concerned w ith  the ro le  of attention in perceptual development (D ru k e r  
and Hagan, 1969} G i l l ,  N ew ell and H e rd tn er, 1968} Lefcourt and W ine , 
1969% M accoby, 1969% Mondani and Tu tko , 1969; and Trabasco and 
B ow er, 1968).
In su m m ary , J e ffre y  (1969) argues that trad itio n a l learning  
theory w ith  its  em phasis on stim ulus control has certa in  problem s  
in accounting fo r  e a r ly  perceptual and cognitive developm ent. He 
suggests that much e a r ly  learning resu lts  fro m  the ch ild 's  unreinforced  
attention to certa in  aspects of the environm ent and that accounting fo r  
control o f attention is  a cen tra l problem  fo r  developm ental psychology.
Locus o f Control Studies
Consonant w ith G ibson's theory  of perceptual learn ing and 
development is  the construct Locus of C o n tro l. O rig in a lly  designated  
by R o tte r (1954) as a core p a rt of h is e laborated theory of social 
le a rn in g . Locus of C ontro l im p lies  that the potential fo r  any behavior 
to occur is  a function o f a person's expectancy that that behavior w ill  
lead to positive re in fo rcem en t. C losely  re la ted  to such concepts as 
competence (W hite , 1959), helplessness (A nsbacher and A nsbacher, 
1956), hopelessness (M o w re r  and V ie k , 1948 and R ic h te r, 1959), 
m astery  and a lien ation . Locus of Control describes the degree to
which an individual thinks he is  able to control the im portant events 
occurring during his l i fe .  In a p a rtic u la r s ituation, the person, while  
desiring an availab le  goal, m ay believe that nothing he can do w ill be 
helpful in securing that goal fo r  h im se lf. The person m ay be described  
as lacking se lf-confidence, o r in A d le r 's  term ino logy, as suffering  
fro m  in fe r io r ity  fee ling s . In R o tte r's  th eo ry , the control construct 
is  considered a genera lized  expectancy, operating across a la rge  
num ber o f s ituations, which re la tes  to w hether o r not the individual 
possesses o r  lacks power o ver what happens to h im . As a general 
p rin c ip le , in te rn a l control re fe rs  to the perception of positive a n d /o r  
negative events as being a consequence of one's own actions and thereby  
under personal con tro l. E x te rn a l control re fe rs  to the perception of 
positive a n d /o r  negative events as being unrelated to one's own 
behaviors in certa in  situations and th ere fo re  beyond personal contro l.
Congruent w ith the m a jo r hypothesis o f this study, the concept 
Locus of C ontro l serves to unify severa l seem ingly d iverse  areas of 
p ^ c h o lo g ic a l a c tiv ity  and, consequently, theore tica l o rien tations.
I t  is  hypothesized that ce rta in  antecedents as w e ll as m anifestations  
of perceptual learn ing and development follow  a logical and predictable  
o rd e r when viewed w ith in  R o tte r's  social learning fra m e w o rk . Although 
Locus of Control is  po ten tia lly  reduction is tic , present research  con­
tinues to support its  useful and parsim onious nature in a w ide v a rie ty  of 
situations (A b ra m o w itz , 1969, B aron, 1969, B attle  and R o tte r, 1963,
8H a rro w , 1970J H sieh , Shy but, and Lotsof, 1969; Le fco u rt, 1966; 
P arsons, S chneider, and Hansen, 1970; R o tte r, 1966; S m ith , 1970; 
W illia m s  and N icke ls , 1969; and W illia m s  and V a n tre ss , 1969).
Lewis (1969) and Lew is and Goldberg (1968) have suggested that 
Locus o f Control is a learned m otive and has im portant consequences 
fo r  subsequent cognitive developm ent. In the e a r ly  m o th er-in fan t 
in terac tio n , the m o th er’s re in forcem ent o f h er ch ild ’s behavior 
develops w ithin the infant a generalized expectancy that his behavior 
can affect his environm ent. The authors postulate that the lack of this  
expectation should reduce the in fant’s exploration o f his environm ent. 
T h is  lack  of in te re s t should prevent,the infant fro m  exploring his 
environm ent and enriching his set of experiences, expectations and 
schem ata. F u rth e r , they suggest that sensory processing not only 
involves orientation tow ard stim ulation o r  exploring the environm ent, 
but an active process of assim ila ting  the in form atio n . F in a lly  without 
th is  expectancy, the infant is  un likely to rehearse  developing s k ills  
and s tru c tu res  as they unfold in th e ir  developm ental sequences. Thus, 
new s k ills  a re  lost and additive functions do not o ccur. T h is  research  
is  in harm ony w ith  Gibson’s form ulation regarding the active mecha­
nism s inherent in the development o f percep tion .
The investigations o f Lew is and Goldberg a re  fu rth e r  supported 
by G ew irtz  (1969); H eilburn  and W aters  (1968); M oss (1967); Rubenstein 
(1967); and W atson (1966 , 1967).
9Corr^plementing th is  research  on m atern a l behavio r, A insw o rth 's  (1969) 
th eo re tica l rev iew  of the m o th er-in fan t re la tionsh ip  has p a rtic u la r  
re levance to cognitive development as re la ted  to the ch ild 's  develop­
m ent o f a generalized  expectancy of control o f behavior. Lefcourt 
(1969) has investigated Locus of Control and attention deploym ent in 
exp erim en ta l s ituations. Tw o experim ents  dem onstrated attentional 
d ifferences between " in te rn a l"  and "ex te rn a l"  subjects w ith in tern a ls  
appearing m ore  v ig ilan t and observant. The group d ifferences  
increased as a function o f degree o f uncerta inty  introduced into the  
experim en ta l situation and decreased when instructional cues made 
i t  c le a r  that attention was the focus of the exp e rim e n te r's  in te re s t. 
These resu lts  point to a m ore active exchange w ith  the environm ent 
on the p a rt o f in te rn a ls .
F ro m  the foregoing review  of the l ite ra tu re , the follow ing can 
now be stated:
1. P erceptual development and le a rn in g , highly dependent on 
the in fan t's  exploration o f his environm ent, is re la ted  to a genera lized  
expectancy that his behavior can o r  cannot affect that environm ent;
i . e . .  Locus of C o n tro l.
2 . Locus o f C ontro l has its  o rig ins  in e a rly  in fancy, developing  
throughout the pre-schoo l y e a rs  as a re s u lt o f a ch ild 's  in terac tion  
w ith  s ign ificant others and w ith  his environm ent. I t  cu lm inates in a 
l ife  s ty le  which re flec ts  g en era lly  e ith e r  in te rn a lly  o r  ex te rn a lly
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contro lled  b e h av io r.
3 . T h e  developm ent o f Locus of C ontrol is  s ig n ifican tly  in­
fluenced by socio-econom ic status.
4 .  Locus o f C ontro l m ay re s u lt in  attentional d iffe ren ces .
5 . Locus o f C ontrol influences m o tiva tio n .
6 .  Com pensation appears to be a c ru c ia l fac to r in overcom ing  
actual o r  potentia l perceptual learn in g  d e fic its . F u rth e r , w h ile  
highly influenced by m ental age, compensation appears m ore  depend­
ent on a t im e  fa c to r; i . e . , the am ount of tim e  a child is  allowed to  
spend in p u rsu it o f an a c tiv ity .
7 . P ercep tu a l learn ing  and developm ent is  influenced fro m  
b irth  by in terac tio n  w ith  the m other and the environm ent in g en era l. 
T h is  in te ra c tio n , including subsequent c h ild -re a rin g  p ra c tic e s , m ay
o r  m ay not fo s te r perceptual c u rio s ity  and se lective  attention processes  
which a llow  fo r  s e lf-re g u la to ry  abstraction  o f spec ific  and m eaningful 
s tim u li fro m  the w e lte r  of s tim ulatio n  availab le  to the ch ild .
Com pensation and the Bender G esta lt T e s t
In  v iew  o f B irc h 's  previously  cited research  which suggests 
that com pensation is  a highly s ign ifican t fac to r w ith reg ard  to child  
developm ent, s p e c ific a lly  influencing perceptual learn in g  and sub­
sequent school p erfo rm an ce , i t  is  su rp ris in g  that exp erim en ters  have 
not attem pted to exam ine th is v a ria b le  and its  influences in a system ­
a tic  w ay.
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B ibace's  (1969) find ings, which indicate a considerable range  
o f achievem ent among learn ing  d is a b ility  ch ild ren , tend to support 
the notion that compensation is  an im portant influence in lea rn in g .
F ro m  h e r observations o f b ra in -in ju re d  ch ildren  using the 
B ender G esta lt T e s t, Koppitz (1964) concludes that the a b ility  to lea rn  
to compensate fo r perceptual d e fic its  is  availab le  i f  conditions a re  
favo rab le . Koppitz states that "compensating fo r  problem s in v is u a l-  
m otor perception means that a child learns  to overcom e o r  to adapt 
to  his d ifficu lty  in such a w ay that it  no longer serio u s ly  in te rfe re s  
w ith  his functioning . . . i f  he has suffic ien t in telligence and m otiva­
tion fo r  learn ing  he w il l  t ry  to overcom e his d iffic u lty  (p . 8 4 ) . "
Koppitz c ites the follow ing types o f behavior observed in b ra in -  
in ju red  children who w ere  try in g  to compensate fo r  d iffic u lties  in 
v is u a l-m o to r perception:
(a ) Excessive amount o f tim e  required  to com plete Bender T e s t.
(b) T rac in g  of design w ith  fin g er before draw ing i t .
(c ) "Anchoring" design w ith  fin g er; i . e . ,  placing fin g e r on 
each portion o f design on the stim ulus card  as i t  is  draw n.
(d) Glancing once b r ie fly  at p ictu re  o f design and then rem ove  
card  fro m  sight and w orking e n tire ly  fro m  m em o ry , as 
though the presence o f the stim ulus card  w ere  confusing.
(e ) Rotation o f stim ulus card and of drawing paper and then 
copying design in rotated position but turning paper back 
to c o rre c t position a fte r  the drawing has been com pleted.
(f) Checking and re-checking  of dots and c irc le s  severa l 
tim es  and s t i l l  being uncertain about the c o rre c t num ber 
invo lved .
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(g) Im p u ls ive , hasty draw ings which a re  spontaneously erased  
and then corrected  w ith  much e ffo rt.
(h) Expressed d issatisfaction w ith poorly  executed drawings  
and repeated e ffo rts  to c o rrec t these which m ay o r may  
not be successfu l.
A l l  o f these behaviors a re  found among b ra in -in ju re d  ch ild ren , 
but not a ll b ra in -in ju re d  ch ild ren  show any o r  a ll o f these actions. 
B ehavior types (b ), (c ) , (d ), and (e ) have been observed exclusively  
among ch ild ren  w ith  neurological im p a irm en t and re fle c t attem pts at 
compensating fo r  perceptual d iffic u lty . B ehavior types (a ), ( f ) ,  (g ), 
and (h) a re  s im ila r  to those also found in p erfectio n is tic  o r  compul­
s ive  n o n -b ra in -in ju re d  ch ild ren  and re fle c t an em otional attitude which 
is  not found exclusively  in b ra in -in ju re d  ch ild ren .
Im p lic it  in K oppitz's  observation of the ch ild 's  com pensatory  
behaviors as an in teg ra l p a rt of evaluating perform ance on the Bender 
is  the assumption that a m otivational fa c to r fs operating which m ay  
im p ly  the degree to which the child believes that his actions w ill  
affect the outcome of the test: i . e . , Locus o f C o n tro l.
In su m m ary , B ia le r  (1961) indicates that the m aturing ch ild , 
fa llin g  at leas t w ith in  the n o rm al range of in telligence and thereby  
possessing the capacity to become aw are o f the potential influence  
o f his actions in  s u cc ess -fa ilu re  s ituations, m ay s tr iv e  to overcom e  
fa ilu re  i f  given the opportunity.
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S um m ary  o f Research Form ulations  
Rooted in the m o th er-in fan t re la tionsh ip , Locus of Control 
re fle c ts  a genera lized  expectancy of environm ental effectance, and 
in terac ts  w ith  socio-econom ic status to influence subsequent percep­
tual learn ing  and development and, u ltim a te ly , achievem ent m otiva­
tio n . Th e  development o f an optim al leve l o f in te rn a lly  controlled  
behavior m ay be explained in te rm s  of the active concept of feedback. 
Feedback, w h ile  s im ila r  to contingency of re in fo rcem ent, is  an active  
concept by com parison, covering the case in which the child is  actively  
testing out a behavior to see w hat the consequences m ay b e . When the 
in fan t, in testing out an action, achieves the consequence he is seeking, 
he has a "feeling o f efficacy" and "competence" (W h ite , 1959). An 
accum ulation o f feelings o f efficacy fo rm s the basis o f his "sense of 
competence" o r  an in tern a l Locus o f Control which re flec ts  a ch ild ’s 
growing b e lie f that he can favorab ly  affect his environm ent. The  
quality  o f perceptual learn ing and development is  influenced by environ­
m ental s tim ulation  of the ch ild ’s c u rio s ity , and subsequently he 
develops m ore adaptive se lective  attention.
Although the seeds fo r  in tern a l o r  external control have been 
sown in the e a rly  home environm ent, school appears to be a potential 
turning point fo r  the ch ild , at least in the a rea  o f academ ic achieve­
m ent. T h e  teacher has the child fo r  approxim ately seven hours, five  
days a w eek, making a considerably m ore concentrated e ffo rt than
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did the parents to focus awareness on specific  s tim u li. Such focus­
ing fosters  contingency behavior and the operation o f a feedback  
m echanism . T h is  d ifference  between school and home environm ents  
m ay lend fu rth e r  support to the hypothesis that Locus of Control m ay  
be s itu a tio n -sp ec ific , ra th e r than a general personality  t r a i t .
Although no experim enta l evidence is  a va ilab le , there  is a con­
sensus among authors that compensation appears to be the c ru c ia l 
determ inant in the ch ild 's  struggle w ith  perceptual d e fic its  aris ing  
e ith e r  fro m  b irth  o r  fro m  his subsequent in teraction  w ith  the environ­
m ent, o r  both. T h e re fo re , th is  research  w ill exam ine the re la tion­
ship between Locus o f Control and compensation in a v isua l-p erceptua l- 
m otor achievem ent situation.
C H A P T E R  I I
P IL O T  S T U D Y  A N D  S T A T E M E N T  O F  T H E  P R O B L E M  
In  C hapter I ,  the po ssib ility  was explored that perceptual learn ­
ing and subsequent achievem ent a re  highly influenced by a ch ild 's  
perceived  Locus of C o n tro l. Assum ing that the use o f com pensatory  
behaviors re fle c ts  a ch ild 's  m otivation to achieve and is  one indication  
o f h is b e lie f that he can a ffect his environm ent, i . e . , in te rn a l contro l, 
th is  study investigated the com pensatory behavior and v isu a l-p ercep tu a l- 
m o to r perform ance occurring  during the adm in is tra tio n  o f the Bender 
G es ta lt T e s t o f in te rn a lly  and e x te rn a lly  controlled lo w e r-m id d le  class  
th ird  grade boys w ith in  the N o rm a l Range of in te llec tu a l developm ent 
(9 0 -1 1 0 ).
P ilo t Study
Preceding th is  re se a rch , a p ilo t study was conducted in line  
w ith  some o f the previously  mentioned fo rm u la tio n s . T h is  study was 
done to fa m ilia r iz e  the ex p e rim e n te r w ith  any problem s that m ight 
a r is e  in attem pting to obtain data on a la rg e r  scale and to te s t tenta­
tiv e ly  the re la tionsh ip  between the use o f com pensatory behavior on 
the B ender and Locus of C o n tro l.
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T h ird  grade children fro m  re g u la r  and learn ing d isab ilities  
classroom s w ere  selected random ly fro m  w ith in  the 9 0 -11 0  I . Q .  
range. In addition , sixth grade subjects w ith  I . Q .  *s ranging fro m  
145-160 w ere  included in a separate  group in o rd e r to investigate the 
influence of m ental age on the o rig in a l hypothesis. H o w ever, as 
research  indicates that Locus of C ontro l becomes in creas ing ly  m ore  
in te rn a l w ith  age, th is group cannot be considered com parable w ith  
the th ird  grade group due to the confounding o f v a ria b le s .
W ith  nine subjects p er group, each subject was adm in istered  
in d iv idually  the B ender G estalt T e s t follow ed im m ed ia te ly  by the 
In te llec tua l A chievem ent R esponsib ility  Q uestionnaire ( lA R ), a test 
m easuring Locus of Control in a classroom  setting . Com pensatory  
behaviors w ere  recorded by the exam in er; how ever, only those behav­
io rs  noted by Koppitz w ere  included in the analysis o f the data . A  
S pearm an 's  rho fo r  rank o rd e r co rre la tio n  was computed fo r  each 
group to test hypotheses 1 and 2 , and Student's  t  tests w ere  perform ed to  
tes t hypotheses 3 and 4 .
1 . T h e re  is  a s ign ificant co rre la tio n  between Locus of Control
and com pensatory behavior in an achievem ent s ituation .
2 . T h e re  is  a sign ificant co rre la tio n  between Locus o f Control
and perform ance on the B en der, i . e . ,  the K sco re .
3 . The Learning D is a b ility  group w ill em ploy fe w e r compen­
sa to ry  behaviors than the N o rm al group.
4 . The Learning D isab ility  group w ill be m ore e x te rn a lly  con­
tro lle d  as m easured by the lA R  than the N orm al group.
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T h e  resu lts  of the p ilo t study (S ee Appendix I I  fo r  Raw Data) 
indicated a sign ificant relationship  between com pensatory behavior 
and Locus of C ontro l in both the N o rm al and Learning D isab ility  
groups (rho  = .541 ,  p < . 0 5 ;  rho = .971 ,  p C .01 ). In addition, the 
Learning D is a b ility  group evidenced s ign ifican tly  few er com pensatory  
behaviors than the N o rm al group ( t  = 3 .1 , df = 8 , p <  .05)  as w e ll as 
being s ig n ifican tly  m ore ex te rn a lly  controlled as m easured by the 
lA R  (t  = 3 . 3 ,  df = 8, p < . 0 5 ) .  F u rth e r , the resu lts  of the p ilo t study 
indicate no sign ificant relationship  between Locus of Control and the 
K score o f the Bender in e ith e r the N orm al o r  the Learning D is ab ility  
group. Thus i t  appears that the dim ension of Locus of Control is  not 
re la ted  to a ch ild 's  capacity to reproduce the Bender designs. In  
su m m ary , the investigato r accepted hypotheses 1 , 3 ,  and 4 and 
re jected  hypothesis 2 .
Because the learn ing d isa b ility  population was com prised of 
ch ild ren  evidencing heterogeneous perceptual problem s of vary ing  
e tio log ies , it  was assumed that using a test of v is u a l-m o to r percep­
tion to m easure compensation would be confounding in this population. 
H ow ever, the resu lts  of th is  study indicated that w ith I . Q .  held con­
stant, ch ild ren  w ith perceptual defic its  severe  enough to w a rra n t  
special c lassroom  rem ediation do not compensate in an achievem ent, 
situation com parably to ch ildren  in the re g u la r c lassroom . In addition, 
learn ing d isa b ility  ch ildren a re  ch aracterized  by a s ign ificantly  g re a te r
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degree of ex tern a l control of achievem ent behavior than a re  ch ildren  
in the re g u la r c lassroom .
A s a re s u lt o f the p ilo t study, it  was decided to continue this 
research  using a population of ch ildren  in the re g u la r classroom  fa ll­
ing w ith in  the average range of in telligence ( I . Q .  's 90 -110). Th is  
decision was based in la rge  p a rt on the un ava ilab ility  o f a specified  
learn ing d isab ilities  c lassroom  population. F u rth e r , a review  of the 
pertinen t lite ra tu re  indicates that a ch ild 's  socio-econom ic status 
appears to be an im portant determ inant of Locus of C o n tro l. Th is  
v a ria b le  was not included in the p ilo t study.
H ow ever, it  was not possible fo r  the investigator to co llect the 
data in a school system  which served c le a r-c u t socio-econom ic groups; 
i . e . ,  m iddle c lass, lo w er c lass . Because of these inherent population 
re s tric tio n s  and because no controlled studies on compensation a re  
p resen tly  reported in the lite ra tu re , the investigato r decided that it  
would be im portant to f ir s t  exam ine c o rre la te s  of com pensatory behav­
io r  in a no rm al population, i . e . , ch ildren w ith no recognized percep­
tua l d iffic u ltie s , before proceeding w ith  the investigation of the learn ­
ing d isab ility  ch ild .
Hypothesis 1 ; Because of th e ir  b e lie f that they a re  not active  
agents in  the w orld  and that they ceinnot positive ly  a ffec t th e ir  environ­
m ent to any s ign ificant degree, e x te rn a lly  controlled ch ildren  would 
evidence fe w e r  com pensatory behaviors on the B ender G esta lt T e s t
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than in te rn a lly  controlled ch ild ren .
Hypothesis 2; Due to a h isto ry  o f passive interchange w ith the 
environm ent which seems to fo s te r m aladaptive attention and deficient 
v is u a l-m o to r perceptual s k ills , ex tern a lly  controlled ch ild ren  w ill  
evidence po orer Bender reproductions than in te rn a lly  controlled  
ch ild ren .
Hypothesis 3; Although i t  seem s possible that a ch ild 's  perceived ' 
Locus o f C ontrol under c e rta in  conditions m ay v a ry , i . e . , function as 
a state v a ria b le , i t  is  m ore lik e ly  to be a genera lized  personality  
c h a ra c te r is tic , i . e . ,  a t r a i t  v a r ia b le . Consequently, the three  scores  
o f the In te llec tu a l A chievem ent R esponsib ility  Q uestionnaire would 
c o rre la te  w ith the scores o f the C h ild ren 's  Locus of C ontro l S ca le . 
T h ere  is  a  relationship between a ch ild 's  perceived Locus of Control 
and his w illingness to assume responsib ility  fo r  his academ ic successes.
Hypothesis 4: T h e re  is  a relationship  between a ch ild 's  perceived  
Locus o f Contro l and his w illingness to assume responsib ility  fo r  his 
academ ic fa ilu re s .
Hypothesis 5; T h e re  is  a relationship between a ch ild 's  perceived  
Locus o f C ontro l and his w illingness to assume responsib ility  fo r  his 
o v e r -a ll in te llec tu a l achievem ent.
C H A P T E R  I I I  
M E T H O D
T h is  chapter describes the instrum ents  used in  the presen t 
investigation  as w e ll as the re levan t m ethodological procedures neces­
s a ry  fo r  the execution of th is re s e a rc h .
Subjects
The subjects (S s ) used in the present investigation w e re  46 m ale  
w hite  ch ild ren  attending the th ird  grade in the M oore  P ub lic  School 
system , M o o re , Oklahom a, O r ig in a lly  a ll th ird  grade boys fro m  
P la za  E le m e n ta ry  and Southgate E lem e n ta ry  fa llin g  w ithin the N orm al 
range of in te llec tu a l developm ent ( I .Q .  's  ranging fro m  90-110) w e re  
adm in is tered  a 23 item  Locus o f C ontro l scale , (B ia le r ,  1961). F ro m  
the resu lts  o f th is  tes t, which ranges in scores fro m  0 -2 3 , two groups 
w e re  form ed; an In tern a l Locus o f C ontro l group ( IL C )  consisting o f 
those boys scoring  high (1 5 -2 1 ) on the screening scale and an E x te rn a l 
Locus o f Control, group (E L C ) consisting of those boys scoring low  
(4 -11 ) on the s c a le . Those boys who scored 12-14 (approx im ate ly  50% 
o f those tested) w ere  e lim inated  fro m  the study.
T h e  two schools employed in  the study a re  attended by ch ild ren
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fro m  lo w e r m iddle c lass  hom es. Although th e re  appeared to be l it t le  
d iffe re n c e  in the socio -econom ic status o f the fa m ilie s , school offi­
c ia ls  consider those in the P la za  E lem en tary  a re a  to represen t a 
h igher earn ing capacity than those in the Southgate a re a .
C h a ra c te ris tic s  o f the group as a whole a re  indicated in Tab le  I .  
T h e  in te llig en ce quotient ( I . Q . )  scores w e re  taken fro m  availab le  
school reco rd s  and re fle c t  the L o rg e-T h o rn d ike  te s t resu lts .
T A B L E  I
C h a ra c te ris tic s  o f the Sub ject Sam ple
E x te rn a l Locus of C ontro l Group
M ean Range
C A
M A
IQ  (L o rg e -  
T h o m d ik e )
8 y rs -9 m o s  
8y  r s - 10m os
9 7 .3 5
1 p y r s -1 mo to 
8 y rs -3 m o s  
10 y rs -  2mos to 
8 y rs -2 m o s
9 1 -11 3
In te rn a l Locus of C ontro l Group
Mean Range
C A
M A
IQ  (L o rg e -
T h ornd ike)
8y  r s - 10mos  
8 y rs -9m o s
9 9 .2 7
10 y r s - 1 mo to 
8y rs -4 m o s  
9 y rs -8 m o s  to 
7 y rs -7  mos
. . 92-107
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D escrip tion  o f thé Instrum ents  
B ender
Th e  B ender consists o f nine geom etric  fig u res  which are  
presented one a t a tim e  to the subject who is  asked to copy the fig ure  
on a blank piece of paper. In  adapting these designs into a tes t o f 
v is u a l-m o to r perception, B ender (1938 , p . 5) stated that the percep­
tion and the reproduction of the G esta lt fig ures  w ere  determ ined by 
bio log ica l p rin c ip les  o f sensory m otor action and v a ry  depending on 
(a ) the growth pattern  and m aturation  leve l o f an individual and (b) 
his pathological state e ith e r functionally  o r  o rgan ica lly  induced. 
Although B ender did not provide an ob jective scoring system  fo r  the 
te s t, that system  m ost w ide ly  in  use at present is  the Developm ental 
S coring  System  (D S S ) developed by Koppitz (1964). F ro m  th is system  
evidence regarding the in d iv id ua l's  perceptual m a tu rity , neurological 
invo lvem ent, em otional adjustm ent and com pensatory a b ility  may  
be derived; how ever, the actual score rendered is  re fe rre d  to as 
the K score  and represents the num ber o f e r ro rs  in drawing made 
by the in d iv id u a l. The lo w er the K sco re , the b e tte r is  the 
ind iv idual able to reproduce the designs w ith acceptable accuracy.
T h e  K  score m ay then be used to determ ine die individual *s 
v is u a l-m o to r perceptual age which in turn m ay be com pared to 
his chronological age.; The ch ild ren  employed in the o rig ina l 
standardization sam ple of th is  tes t ranged in age fro m  five  years
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to ten y e a rs  and 11 m onths. A t the ceiling  age, the mean K score  
is  1.5 w itti a standard deviation of 2 .1 0 .  The mean score of the 
standard ization  sam ple fo r  the th ird  grade (the grade used in the 
presen t study) is  2 .2  w ith  a standard deviation o f 2 .0 3 . T h is  la tte r  
score  is  s lig h tly  lo w er than the means fo r  e ig h t-y e a r-o ld  in the 
standard ization  sam ple which w ere  3 .6 0  and 3 .0 3 .
A ccord ing to research  by K oppitz, eight ye ars  is  the f ir s t  
le ve l age fo r  a ll e r ro rs  indicative o f neurological invo lvem ent, so 
that som e e r ro rs  in reproduction o f the B ender designs suggest 
o rg a n ic ity  at a ll ages, w hereas o th er m istakes should not be con­
s idered  s ign ifican t until age eight.
K oppitz (1964) reported re lia b ility  on the D SS  regarding s c o re r  
and tes t score  re lia b ility . Pearson product-m om ent co rre la tio n s  w ere  
com puted between the tes t scores o f fiv e  ra te rs . A ll  co rre la tio n s  w ere  
s ta tis tic a lly  highly s ign ificant and ranged fro m  .88  to .9 6 .
In  addition , the te s t-re te s t method was employed w ith  the tim e  
in te rv a l o f four months considered short enough to m in im ize  m a tu r-  
ational fa c to rs  and ye t long enough to evade the p rac tice  effect. 
K endall’s  rank c o rre la tio n  c o -e ffic ie n t was used to compute the r e li­
a b ility  coeffic ien t between the scores o f the f i r s t  and second adm inis­
tra tio n  o f the B ender. A l l  co rre la tio n s  w ere found to be s ta tis tic a lly  
s ig n ific an t at the .001 leve l (Tau = .597 to .6 4 6 ), indicating that the 
D S S  is  re lia b le  and can be used w ith  considerable confidence.
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lA R
The In te llec tu a l A chievem ent R esponsibility  ( lA R ) Questionnaire  
is  composed of 34 forced-choice item s designed to assess ch ild ren 's  
be lie fs  regarding th e ir  control of the academ ic achievem ent situation. 
Th e tes t is  designed to m easure w hether a child believes his e fforts  
affec t the outcome of his classroom  successes o r fa ilu re , i . e .  
in te rn a l con tro l, o r  w hether his e ffo rts  m ake lit t le  d iffe rence , his 
successes and fa ilu re s  determ ined by teach ers , paren ts , luck, chance,
i . e .  ex terna l co n tro l. Th e  item s represent common in te llec tua l and 
academ ic achievem ent situations which ch ildren  experience da ily  in 
the c lassroom . H a lf o f these item s re fe r  to negative experiences and 
h a lf re fle c t positive experiences. Th e  scale is  scored in the in terna l 
d irec tio n  and y ie ld s  th ree  scores; the frequency w ith  which the child  
endorses the b e lie f that his own behavior is  responsible fo r  positive  
outcomes (+ ), the frequency w ith which he assumes responsib ility  fo r  
negative outcomes ( - ) ,  and the sum of these two scores (tota l index). 
The two subscales resu lted from  the hypothesis that se lf-re s p o n s ib ility  
fo r  successes and fa ilu re s  may be learned separate ly  and a t d iffe ren t 
ra te s , so that a t ce rta in  ages a child may take m ore responsib ility  
fo r  fa ilu re s  than fo r  successes and v ic e -v e rs a . The independence of 
the +  and -  subscales has been dem onstrated e ffec tive ly  be severa l 
research ers  (Buck and A u s trin , 1970; C ran d a ll, e t. a l . , 1965;
M e y e r , 1967; Solomon and Y e a g e r, 1968; and W e in e r and Kukla,
1970).
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The lA R  d iffe rs  fro m  re la ted  scales o f in te rn a l-e x te rn a l control 
in  lim itin g  the source o f externa l control to those persons who m ost 
often come in fa c e -to -fa c e  contact w ith  the ch ild , i . e .  paren ts , 
teach ers , p ee rs , ra th e r  than lu ck , fa te , o r  chance.
C ra n d a ll, e t . a l . , (1965) developed th is  questionnaire to 
rep resen t only the a re a  o f achievem ent re in fo rcem ent resp onsib ility  
fo r  two m a jo r reasons:
1. T h ere  is no in fo rm atio n  y e t ava ilab le  to determ ine  w hether  
ch ild ren  have any g en era lity  in  th e ir  b e lie f in the pow er of various  
kinds of ex terna l fo rc e s .
2 . D evelopm entally , i t  is  im po rtan t to exam ine the growth o f 
ch ild ren ’s be lie fs  in the in s tru m en ta lity  o f th e ir  own actions. T h us , 
w ith  increasing age, ch ild ren  in  general should begin to gradually  
m ove fro m  dependence on c a re ta k ers  (ex te rn a l con tro l) tow ard in creas­
ing independence fro m  c a re ta k e rs  (in te rn a l co n tro l).
The re lia b ility  o f the lA R  has been m easured by the te s t-re te s t  
m ethod. C ra n d a ll, e t . a l . ,  (1965), reported that the consistency o f 
ch ild ren ’s lA R  responses o ver tim e  is  m oderate ly  high. T e s t-re te s t  
co rre la tio n s  w ere  .6 9  fo r  to ta l index, .66  fo r  +  and .7 4  fo r  - .  These  
co rre la tio n s  w ere  a ll s ign ifican t a t the .001 le v e l.
Because the lA R  contains two kinds o f ite m s , positive and 
negative events re flectin g  s e lf-re s p o n s ib ility , s p lit -h a lf  re lia b ilit ie s
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w ere  computed sep ara te ly  fo r  the two subscales . F o r  a  random  
sam ple o f 130 o f the younger ch ildren  used in the study, the c o rre la ­
tion w as . 54 fo r  +  and . 57 fo r  -  a fte r  c o rrec tio n  w ith  the S pearm an- 
Brown Prophecy F o rm u la . F o r  a s im ila r  random  sam ple o f the o ld er  
ch ild ren , the co rre la tio n s  w e re  .6 0  fo r  both the +  and the -  subscales, 
indicating that in sp ite o f the b re v ity  of the subscales (which would tend 
to preclude high s p lit -h a lf  re lia b ilit ie s )  the item s  w ith in  each subscale  
a re  som ewhat heterogeneous.
S co res  on the JAR have been found to be re la ted  to parental 
behaviors such as m a te rn a l perm issiveness and e a r ly  independence 
tra in in g  (K atkovsky, C ran d a ll & Good, 1967); background va riab les  
such as s ize  of fa m ily  and ord ina l position (C ra n d a ll, e t . a l . , 1965); 
in term ed ia te  v isua l perceptual s k ills  which m ight be re la ted  to 
academ ic achievem ent (C ran d a ll & L acey , 1972); and m ost im portant 
fo r  the construct v a lid ity  o f the sc a le , to in te llec tu a l s triv in g  and 
achievem ent (C ra n d a ll, Katkovsky & P resto n , 1962; M cGhee & 
C ra n d a ll, 1968; M e s s e r , 1972).
Locus of C ontro l S ca le  
T h e Locus o f C ontro l scale developed by B ia le r  (1961) and 
C ro m w e ll (1963) was designed fo r  use w ith  ch ild ren  and re ta rd a tes .
The scale  consists o f 23 ye s-n o  questions which y ie ld  a score indicat­
ing the degree to which ch ild ren  perceive  that events a re  determ ined  
by th e ir  own behavior ra th e r  than fa te , lu ck , o r  e x tern a l fo rc e s . The
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scale is  scored in te rm s  of the to ta l num ber of responses in the 
direc tio n  of in ternal con tro l.
■ S e lf-re s p o n s ib ility  as m easured by the Locus o f Control scale  
has been found to c o rre la te  m o d era te ly , but positive ly  w ith  chrono­
log ica l age and to an even g re a te r  degree w ith m ental age (B ia le r ,  
1961). B attle  & R o tte r (1963) found in te rn a lity  on the Locus of Control 
scale positively  associated w ith  socia l class and w ith  fe w e r unusual 
shifts  o f expectancy statem ents on a Level of A sp ira tion  task. In this  
sam e study in terna l resp onsib ility  be liefs  re flected  in responses to 
the Locus of Control scale w ere  positive ly  associated w ith  socio­
econom ic status and w ere  s tro nger in white than in black ch ild ren . 
T e s t-re te s t  re lia b ility  o f the Locus of Control scale  over a tw o- 
month in te rv a l using 30 retarded  subjects has been found to be .73  
(M cC o nne ll, 1962a).
Design
The experim enta l design was b as ica lly  a one-w ay A nalysis  of 
V a ria n c e . The independent v a r ia b le . Locus of C o n tro l, was deter­
m ined by using the high (In te rn a l) and low (E x te rn a l scoring groups 
on a tes t m easuring Locus of C ontro l in children (B ia le r , 1961). S ex , 
age, I . Q .  and S E S  va riab le s  w ere  included in the design by using 
only th ird  grade boys fro m  two lo w er-m id d le  class schools who 
had recen tly  achieved I .  Q . scores fa llin g  w ith in  the N o rm al range of
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in te llec tu a l development (9 0 -1 1 0 ). Each S was tested indiv idually  on 
the B ender and the lA R . Dependent variab les  fo r  the study w ere  the 
num ber o f e r ro rs  on the Bender (K  score) and the num ber o f compen­
satory  behaviors on the Bender (C  sco re). The scores of the lA R  
w ere  not considered dependent va riab le s , but exam ined separate ly  
fo r  additional in form ation regarding the relationship between Locus 
of C o n tro l as a general personality  variab le  and as a situational 
v a ria b le . Regarding the K sc o re , the range of possible scores is  
0 -3 0  (D S S ).
The range o f K scores observed in this investigation was 0 -8 .
No scoring system has ye t been devised fo r  the in terp reta tion  of the 
C s c o re . F u rth e r , the num ber o f compensatory behaviors which m ay  
be evidenced in any one adm in istration  of the B ender w ill  be highly  
specific  to the individual ch ild . Consequently, the possible range of 
the C score  in th is  study was 0 to in fin ity . The actual range observed  
was 1-35 .
In  o rd e r to determ ine the separate effects of Locus of Control 
on compensation and v isu a l-p ercep tu a l-m o to r perform ance, two 
separate  one-w ay Analyses of V arian ces  w ere  computed on each of 
the two dependent va riab le s . In addition, Pearson product moment 
co rre la tio n s  w ere  computed between the scores of the C h ild ren 's  
Locus o f Control scale and each of the th ree  scores o f the lA R .
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T ask  and Procedure
O rig in a lly , a ll th ird  grade boys fa llin g  w ith in  the 90 -110  I .Q .  
range fro m  both schools w ere  adm in istered  the C h ild ren ’s Locus of 
C ontro l sca le . The two groups to be used in the study w ere  form ed  
by taking the top 25% of these o rig in a l scores ( IL C  group) and the 
bottom 25% of the scores (E L C  group). These two groups w e re  then 
tes ted , f ir s t  on the B ender, follow ed by the lA R , by two fem ale  
exam in ers  experienced in w orking w ith  ch ild ren  and in the use of the 
in s tru m en ts .
The investigato r adm in istered  the tests  to the Ss a t Southgate  
E lem en ta ry . The o ther ex am in er, who was naive as to the purpose 
of the investigation, adm in istered  the tests  to the Ss at P la za  E lem en­
ta ry . Student’s t  tests w ere  perform ed on a ll the scores o f the two  
schools in o rd e r to determ ine any bias effects  inherent in the investi­
g a to r’s partic ipation  as an e xam in er. T h e re  w ere  no sign ificant d if­
ferences between the means of the two schools on e ith e r of the two 
dependent v a riab les  ( t  = 1 .25; t  = 1 .8 , df = 4 5 ). The two tests  w ere  
adm in is tered  to each child in d iv idually  in  a p riva te  testing room  w ith  
to ta l testing tim e  of approxim ate ly  20 m inutes p e r ch ild . Th e  testing  
o f a l l  Ss was accomplished during a th re e -w eek  period o f non- 
consecutive te s tin g .
The B ender was adm in istered  to a ll Ss  ind iv idually  using the 
standard adm in is tra tion  procedure set fo rth  by Koppitz (1 964 ). The
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exam in er placed a  #2  pencil w ith  an e ra s e r  and an 8" x .11 " piece of 
w hite unlined paper before the S . O th er paper was placed to one side  
to  be used i f  the S chose to do s o .
Instructions w ere  given to the S  in the follow ing manner:
I  have nine cards here  w ith  designs on them  fo r  you to copy.
H ere  is  the f ir s t  one. Now go ahead and m ake one ju s t like
i t  (K oppitz, 1964, p . 15).
In o rd e r  to account as much as possible fo r  the subjectiv ity  
inherent in the Koppitz (1964) system  o f scoring th is  te s t, the Bender 
protocols w ere  scored by the o rig in a l e x am in e r, and two other qual­
ified  psychologists (See Appendix I I I  fo r  q u a lifica tio n s ). The average  
o f these th ree  scores was used in  the study (S ee  Appendix IV  fo r  a ll  
B ender sco res ). The s c o re r  re lia b ility  fo r  the B ender was .811.
The f ir s t  Bender card  was placed a t the top o f the blank page in  
fro n t of the S . A fte r  t h e ^  fin ished the f ir s t  c a rd , the rem ain ing cards  
w ere  presented one a t a  tim e  in  o rd e r ly  sequence un til a ll designs had 
been reproduced. T h e re  was no tim e  l im it  fo r  the test; how ever, a  
stop watch was placed in fu ll v iew  o f the S  and used to record  the 
exact tim e  S  took to com plete the te s t. Any in q u iries  regarding the  
designs w e re  answered as follow s:
"M ake i t  look as much lik e  the p ic tu re  on the card  as you
can" (K oppitz , 1964, p. 15).
During the adm in is tra tio n  o f the B ender, the ex am in er fa ith fu lly  
recorded the behaviors of the S; how ever, only those cited by Koppitz 
(1964 , p . 15) as com pensatory in nature w ere  included in the study.
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Th e  fin a l Com pensation (C ) score used in the analys is  represented the 
actual num ber o f com pensatory behaviors during each adm in is tra tion  
o f the B en der. Som e of these behaviors w ere  repeated ly  used by the  
S , so that reg ard less  of the num ber o f tim es  a behavior occurred , i t  
was counted s e p ara te ly . F o r  exam p le , i f  S erased fiv e  tim es  in 
attem pting to d raw  one design, he rece ived  five  points toward his  
to ta l compensation s c o re .
Th e  lA R  was adm in is tered  in d iv id u a lly  to each S  on com pletion  
o f the B en der. Th e  instructions fo r  th is  te s t w ere  read aloud to the 
S by the exam in er who attem pted as much as possible to use a mono­
tone voice in o rd e r  to exclude any bias which m ight be inherent in  
various vocal in fle c tio n s . S had his own copy o f the tes t and was able  
to  fo llow  the instructions  as the e xam in e r read , provid ing both v isua l 
and aud itory  channels and m axim izing  the e ffic iency  o f Ss understand­
ing .
A fte r  hearing the question re ad , S  was instructed  to m a rk  his
response on the approp riate  l in e . Instructions fo r  the lA R  w ere  given
to the S  as follow s:
T h is  is  not a  te s t. These a re  some questions to find out 
how you fe e l about ce rta in  th ings . Som e kids fe e l one way  
and som e kids fee l the o th er w ay. L isten  c a re fu lly  as I  
read the question and m a rk  an x on e ith e r  the A  line  o r  the 
B lin e  depending on which way you fe e l. I f  you want me 
to  rep e a t a question ju s t ask m e. Do you understand?
O . K .  L is ten  c a re fu lly  w h ile  I  read the question.
C H A P T E R  IV  
R E S U L T S
F o rty -s ix  th ird  grade boys fro m  the M oore Public  School 
S y s tem , ranging in I . Q . ’s fro m  92-113 w e re  divided into two groups 
according to In te rn a l Locus of C ontro l (N=23) o r  E x te rn a l Locus of 
C ontro l (N =23). Each group was given the B ender G esta lt T e s t and 
the In te llec tu a l A ch ievem ent R esponsib ility  Q uestionnaire .
Th e  tes t data resu lting  fro m  the B ender w ere  f i r s t  v is u a lly  
inspected fo r  hom ogeneity o f va rian ce  w ith  both v a riab le s  (Koppitz  
score  and compensation score) appearing re a d ily  to m eet this assump­
tion; how ever, a Cochran te s t (W in e r, 1962) was im plem ented in o rd e r  
to  co n firm  that the data m et the c r ite r io n  o f homogeneity o f va rian c e .
Evaluation o f Com pensatory B ehavior on the
B ender G esta lt T es t; Hypothesis 1 
Koppitz (1964) c ites  eight types o f behavior observed in children  
who w ere  attem pting to compensate fo r  d ifficu lties  in v isu a l-m o to r  
perception . A s no coded o r  system atic  m anner o f scoring these 
behaviors  has y e t been developed, the exam iners  recorded a ll  behav­
io rs  observed . F o r  purposes of exam ining the data, the investigator
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m ade a  frequency count o f the behaviors each tim e  they appeared  
during adm in is tra tion  o f the B ender. The dependent va riab le  fo r  
hypothesis 1 was the actual num ber o f observed com pensatory behav­
io rs , regard less  of the num ber of tim es a specific  behavior occurred . 
Consequently, the la rg e r  the num ber, the m ore a child appeared to 
be compensating fo r  v is u a l-m o to r perceptual problem s.
Hypothesis 1 stated that because of th e ir  b e lie f that they a re  
not ac tive  agents in the w o rld  and that they cannot positive ly  affect 
th e ir  environm ent to any sign ificant degree , ex te rn a lly  controlled  
ch ild ren  would evidence fe w e r com pensatory behaviors on the Bender 
G esta lt T e s t than in te rn a lly  controlled ch ild ren . An analysis of the 
varian ce  indicates that there  is  no s ign ificant d ifference between the 
two groups (F  = .722,  d f = 45 ,  see Tab les  2 and 3 ). The exp erim e n te r  
concluded that no s ign ificant d ifference ex ists  between the means of 
the groups and thus hypothesis 1 was re jec ted .
T A B L E  2
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F T H E  
C O M P E N S A T IO N  SC O R ES FO R T H E  IN T E R N A L  
A N D  E X T E R N A L  LOCUS O F  C O N T R O L  GROUPS
Group Mean Standard
Deviation
I L O  N = 2 3 1 0 . 3 0 4 3 6 . 4 6 3 5
E L O  N = 2 3 8 . 6 9 5 6 5 . 9 3 7 6
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T A B L E  3
A N A L Y S IS  O F V A R IA N C E  O F  C O M P E N S A T IO N  S C O R E S  
A C H IE V E D  ON T H E  B E N D E R  G E S T A L T  T E S T  B Y  
IN T E R N A L  AND  E X T E R N A L  LOOUS O F C O N TR O L GROÜPS
Source df ss M S F  P
Between 1 2 9  . 7 2 9  . 2 . 7 2 2  N S
W ith in . 4 4 1 7 7 1 .  8 4 0  . 3
Totçil 4 5 1 8 0 1 . .  5
Evaluation of Koppitz Developm ental Scores oh the Bender 
G estalt Test: Hypothesis 2
The Koppitz (K ) developmental scores w ere  used to assess 
w hether o r  not a d ifference ex is ts  between the v is u a l-m o to r percep­
tual perform ance of the E x te rn a l and In terna l Locus of C ontro l groups. 
The dependent va riab le  is the num ber of e r ro rs  on the B ender. Con­
sequently, a higher leve l of functioning resu lts  in a low er e r r o r  score , 
w ith  a possible range of 0 -3 0 .
Hypothesis 2 stated that due to a h isto ry  o f passive interchange  
w ith  the environm ent which seem s to fos ter m aladaptive attention and 
defic ien t v is u a l-m o to r perceptual s k ills , ex tern a lly  controlled children  
w ill  evidence poorer Bender reproductions than in te rn a lly  controlled  
c h ild ren . A  one-w ay AN O VA  of the Bender K scores indicates that 
no s ign ificant difference ex is ts  between In terna l and E x te rn a l Locus 
of C ontro l groups in the a rea  o f v is u a l-m o to r perceptual perform ance
35
and hypothesis 2 was re jected .
T A B L E  4
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F  T H É  
B E N D E R  SO O R ES (K ) FOR T H E  IN T E R N A L  AND  
E X T E R N A L  LOCUS O F  C O N TR O L GROUPS
Standard
Group Mean Deviation
I L O  N = 2 3 3 . 3 4 7 8 1 . 4 3 2 8
E L O  N = 2 3 3 . 2 1 7 4 2 . 1 2 5 5
T A B L E  5
A n a l y s i s  o f  v a r i a n c e  o f  k o p p i t z  d e v e l o p m e n t a l
S C O R E S  A C H IE V E D  ON T H E  B E N D E R  G E S T A L T  T E S T  B Y  
IN T E R N A L  A N D  E X T E R N A L  LO CUS O F  C O N TR O L G R O U PS
Source df ss -M S F P
Between 1 .7  . 7  . 6 0 3  N S
W ith in  4 4  5 1 .1  1 . 1 6
T o ta l 4 5 5 1 . 8
Evaluation of the Relationship Between the S cores o f the C h ild ren 's  
Locus of C ontrerS c a le  and Those of the In te llec tu a l A chievem ent 
R esponsibility  Questionnaire (IA R ): Hypotheses 3 , 4 , & 5
Hypotheses 3 , 4 , and 5 stated that a ch ild 's  perceived Locus of
Contro l is. lik e ly  to be a generalized personality  c h a rac te ris tic  ( t r a it
v a ria b le ) m anifesting in a v a rie ty  of s ituatio ns . Consequently, the
36
scores  o f the lA R  would c o rre la te  po sitive ly  w ith  the scores o f the 
C h ild ren 's  LG S c a le . Hypotheses 3 , 4 , and 5 w ere  tested by com bin­
ing the scores o f both the in te rn a l and ex tern a l Locus o f C ontro l 
groups as determ ined by the C h ild ren 's  LC  S cale  and computing 
Pearson product-m om ent co rre la tio n s  between those scores and 
those achieved on the lA R . The lA R  y ie ld s  three separate scores:
(1 ) A  +  score which indicates the degree to which a child  
assum es responsib ility  fo r  his academ ic success.
(2 ) A  -  score which indicates the degree to which a child  
assum es resp onsib ility  fo r  his academ ic fa ilu re s .
(3 ) A  T o ta l index score  which indicates o v e r -a ll the degree  
to which a child assumes resp ons ib ility  fo r  his in te llec tua l achieve­
m ent.
T h re e  separate co rre la tio n s  w e re  computed to determ ine the specific  
re la tionsh ips between these two m easures (see Appendix I fo r  Tab les  
6 , 7 ,  and 8 ).
The  Pearson product-m om ent c o rre la tio n  between the scores of 
the C h ild ren 's  LC  S cale  and the +  scores o f the lA R  was not s ign ifi­
cant ( r  = -  .0 5 7 ), indicating that no s ign ificant re la tio n sh ip  exists  
between a ch ild 's  perceived Locus of C ontro l and his w illingness to 
assum e responsib ility  fo r  his academ ic successes. Th us , hypothesis 3 
was re jected .
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Regarding the re lationsh ip  between the scores o f the C h ild ren 's  
L C  S cale  and the -  scores o f the lA R , a s ign ificant c o rre la tio n  was 
obtained ( r  = .28  p < .0 5 ) ,  indicating that ch ildren  who perceive  them­
selves to be in te rn a lly  controlled in an achievem ent s ituation a re  m ore  
apt to assume responsib ility  fo r  th e ir  academ ic fa ilu re s . On the basis  
o f these re su lts , hypothesis 4 was accepted.
The scores o f the C h ild ren 's  LC  Scale  when c o rre la te d  w ith the 
To ta l index scores of the lA R  approached, but w e re  not s ign ificant at 
the p < . 0 5  level ( r  = .24 ,  p < .  10, ^ . 0 5 ) ,  indicating a n e a r, but non­
s ign ificant re la tionsh ip  between a ch ild 's  perceived Locus of C ontrol 
and his oven -a ll w illingness to assume resp onsib ility  fo r  his academ ic  
achievem ent. Thus hypothesis 5 was re jected a t the p < . 0 5  le v e l.
Evaluation of the D ifferences Between the B ender G esta lt T e s t
P erfo rm ances  (K  & C S co res) o f the P laza  and Southgate 
E lem en tary  School C hildren
Because the investigator had p artic ipa ted  in the study as one of 
the exam in ers . S tudent's t  tests  w e re  perform ed on the scores fro m  
the two schools involved in o rd e r to determ ine w hether o r  not any 
exp erim e n te r effects  w ere  operating . In addition, i t  had not been 
possible com pletely to control the socio-econom ic status o f the sub­
je c ts  in the design of the study. A s  there  appeared to be a s lig h t 
d ifference  between the incomes of those fa m ilie s  w ith  ch ild ren  enro lled  
a t Southgate E lem en tary  and those a t P laza  E le m e n ta ry , t  tests would 
also  determ ine i f  th is  fac to r w ere  s ign ifican tly  affecting the resu lts .
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T h e t  value obtained regarding the compensation scores  
indicated that there  w as no sign ificant d ifference between the P laza  
group and the Southgate group in the use o f compensatory behavior 
on the B ender (t = 1 .2 5 ,  df  = 4 5 ; ^  «05 = 2 .0 6 8 ) .  Means and stand­
a rd  deviations fo r  the compensation scores a re  expressed in Tab le  9.
The t  value obtained regarding the Koppitz developmental 
scores indicated that no s ign ificant d ifference exists between the 
B ender perform ance o f the ch ildren  fro m  Southgate and those from  
P la za  ( t  = 1 . 8 ;  df  = 45; t  .05  = 2 . 0 6 8 ) .  M eans and standard devia­
tions fo r  the K scores a re  presented in T a b le  10.
. T A B L E  9
M E A N S  A N D  S T A N D A R D  D E V IA T IO N S  O F  T H E  B E N D E R  
O O M P E N S A T IO N  SC O R ES FO R T H E  P L A Z A  A N D  
S O U T H G A T E  E L E M E N T A R Y  GROUPS
Group M ean Standard
Deviation
P la z a N = 2 2 11 . 3 6 3 6 1 6 . 6 2 2 9
S  o u t h g a t e N = 2 4 7 . 7 9 1 7 4 . 0 9 2 9
T A B L E  10
M E A N S  A N D  S T A N D A R D  D E V IA T IO N S  O F  T H E  K O P P IT Z  
D E V E L O P M E N T A L  SC O R ES ON T H E  B EN D ER  FO R T H E  
P L A Z A  AND S O U TH G A TE  E L E M E N T A R Y  GROUPS
^  , Standard
Grcup_____________________ M ean__________ Deviation
P la z a  N = 2 2  3 . 7 7 2 7  1 . 6 5 5 6
Southgate N = 2 4  2 . 8 3 3 3  1 . 8 4 0 9
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'^ürrirnâry of Results
F ive  hypotheses w ere  tested in th is  study. The f ir s t  two w ere  
tested using a one-w ay A N O V A . The las t three hypotheses w ere  
tested by computing Pearson product-m om ent c o rre la tio n s . In. addition  
to the stated hypotheses. Student’s t  was used to exam ine the possible  
d ifferences  between the two schools and exam in ers .
The resu lts  o f testing these fiv e  hypotheses a re  given in the 
fo llow ing statem ents:
1. T h e re  is  no s ign ifican t d ifference between the com pensatory  
behavio r scores of e x te rn a lly  controlled th ird  grade boys w ith in  the 
n o rm al I . Q .  range and in te rn a lly  controlled th ird  grade boys w ith in  
the n o rm al I . Q .  range.
2 . T h e re  is  no s ign ifican t d ifference between the Koppitz  
Developm ental scores o f ex tern a lly  controlled th ird  grade boys w ith in 
the no rm al I . Q .  range and in te rn a lly  controlled th ird  grade boys 
w ith in  the no rm al I . Q .  range.
3 . T h e re  is  no s ign ificant relationship between the scores of 
the C h ild ren 's  LC  S ca le  and the + scores o f the lA R .
4 . T h e re  is  a w eak but s ign ificant relationship between the
I
scores o f the C h ild ren ’s LC  S ca le  and the -  scores of the lA R  
( r  = .2 8 ,  p < . 0 5 ) .
5 .  T h e re  is  a re la tionsh ip  which approaches the .0 5  leve l of 
sign ificance between the scores of the C h ild ren ’s LC S c a le  and the
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T  Otai index scores o f the lA R  (p <■. 10).
I t  w as necessary fo r  the investigator to re je c t hypotheses 1,
2 , and 3 concluding that com pensatory behavior and v is u a l-m o to r  
perceptual perform ance do not v a ry  s ign ifican tly  between ex terna l 
and in te rn a l Locus of C ontro l groups, and that no s ign ificant re la tio n ­
ship ex is ts  between the general personality  c h arac te ris tic  o f perceived  
Locus o f C ontro l and a  student's w illingness to assume resp onsib ility  
fo r  his academ ic successes.
T h e  investigato r was able to accept hypotheses 4 and 5 , con­
cluding tha t the genera l personality  c h a ra c te ris tic  of perceived Locus 
o f C ontro l is positive ly  re la ted  to a student's w illingness to assume  
resp ons ib ility  fo r  his academ ic fa ilu re s , and that o v e r -a l l ,  th e re  is  
a positive re lationsh ip  between In te rn a l-E x te rn a l Locus of C ontro l 
and resp o n s ib ility  fo r  in te llec tua l achievem ent.
C H A P T E R  V
D IS C U S S IO N
The present study had th ree  aim s:
(1 ) to study the com pensatory behavior o f ch ild ren  w ith Locus 
of C ontro l perceived as e ith e r  in tern a l o r  e x te rn a l.
(2 ) to study the v is u a l-m o to r-p e rc e p tu a l perform ance of 
ch ild ren  w ith  Locus of Control perceived as e ith e r in tern a l o r  
e x te rn a l.
(3 ) to exam ine the re la tionsh ip  between the C h ild ren 's  LC  
S c a le  and the lA R .
T h e  investigato r had hypothesized that a student's w illingness  
to use com pensatory behavior on the B ender G esta lt T e s t would be 
one indication that he view ed h im s e lf capable o f affecting his p e rfo rm ­
ance in a positive m anner. Th us, a ch ild  who perceives h im s e lf to be 
in te rn a lly  controlled would be m ore  lik e ly  to m ake additional e ffo rts  
to enhance the quality  of his w o rk .
The resu lts  o f this study do not support th is  assum ption. S ev era l 
explanations can be offered which m ay account fo r  the lack of s ign ifi­
cance in the data .
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A d m itted ly , the C h ild ren ’s L C  S ca le  is  a rough screening  
instrum ent in the determ ination o f the o rig in a l groups which w ere  
m easured . Som e of the questions on th is  scale a re  prone to tem pt 
the ch ild  to look good o r  to be seen as he would like  to be seen. In 
addition , i t  is often d iffic u lt fo r  a young child to assess h im s e lf in a 
re a lis t ic  m anner, and the p a rtic u la r  age group used in this study, 
developm enta lly , is  susceptible to responding in a m anner acceptable  
to au thority  fig u res , w ithout f i r s t  regard  fo r  his own desires  and 
fe e lin g s .
E ig h t-y e a r-o ld  ch ildren a re  beginning to attem pt m astery  of 
the w o rld  on a much la rg e r  scale  than a t previous ages; hence, when 
asked such questions as "Do you believe a kid can be anything he wants 
to be when he grows up?", a young boy is  lik e ly  to answ er y e s , in his 
e ffo r t  to identify  w ith  c u rre n t super heroes. Such identification  is  
developm entally  quite ap p ro p ria te , but not necessarily  ind icative  o f 
perceived  Locus of C o n tro l, e ith e r  in tern a l o r  e x te rn a l.
I t  has become evident to the in vestig ato r that w ith  the exceptions 
of its  re la tionsh ip  to c le a r-c u t v a ria b le s , i . e .  m ental age, chrono­
lo g ica l age, socio-econom ic status, and ethnic groups, the paper and 
pencil m easurem ent o f Locus o f C ontro l in ch ildren w ill  need to be 
reco n s id ered . A  g rea t deal is  now known about the various person­
a lity  c h arac te ris tics  associated w ith  Locus of C o n tro l. Fu tu re  
research  which w ill eventually supply a m ore  appropriate  tes t o f
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Locus of C ontro l m ust be concerned w ith  the theoretica l underpinnings  
o f in fant and e a r ly  childhood developm ent. Questions m ust be con­
structed  which w ill  subtly tap a ch ild ’s capacity fo r  object constancy, 
m ental represen ta tion , d ifferentia tion  o f s e lf fro m  the environm ent, 
the ac tive-p ass ive  dim ension of behavior, and the en tire  process of 
the separation-ind iv iduation  phase of developm ent.
M uch research  has a lread y  been done in these areas  (A insw orth , 
1969, B urnham , Gladstone and Gibson, 1969, Escalona, 1963, F reu d , 
1965, M c D e v itt  and S e ttlag e , 1971, M a h le r , 1963, 1968, W in n ico tt,
1971). I t  rem ain s  fo r  the student of child behavior to u tilize  th is  
research  tow ard the construction of a m ore  va lid  and re lia b le  m easure  
o f Locus o f C ontro l in ch ild ren . M o re  va lid  groups on which to  
m easure  com pensatory behavior fro m  the Bender G esta lt T e s t appears 
to  be the m ost lik e ly  means o f validating the exp e rim e n te r’s o rig in a l 
hypothesis.
H ow ever, a ch ild ’s m otivation foi? achieving appears to be quite 
com plicated and v a r ia b le . Som e ch ild ren  succeed because they  
believe .they have to , w hereas some ch ildren  succeed because they  
w ant to . In e ith e r case perform ance is  lik e ly  to be somewhat incon­
s is ten t and fluctuate fro m  tim e  to t im e . Th us, the use o r  lack of 
com pensatory behavior on the Bender m ay re fle c t an ex tern a lly  
contro lled  ch ild ’s e ffo rt to please an authority  fig u re , o r  an in te rn a lly  
contro lled  ch ild ’s fleeting unwillingness to perfec t his w ork  s im p ly  •
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because at that m om ent he is  uninterested o r  not a fra id  o f authority  
consequences. Although the la tte r  instance would m anifest as nega­
tive  behavior and the fo rm e r  as d es irab le , the underlying m otivational 
s tru c tu re , w h ile  not re ad ily  p erce ivab le , m ight be ju s t the opposite 
over t im e . T h is  in ference is  supported in the resu lts  o f th is  study 
when the two types of varian ce  a re  exam ined. Although th ere  was no 
sign ificant difference between the to ta l variances of the two groups, 
the magnitude of the W ith in  group varian ce  was quite high.
T h e re  is  a  sign ificant v a ria tio n  in the use o f com pensatory  
behavior w ith in  each o f the sam pling populations; how ever, other 
v ariab le s  than those included in the design of the study a re  operating. 
A s the exp erim en ter worked w ith a quite re s tric ted  range of ch ildren , 
i t  is  not read ily  apparent which fa c to r is operating to produce so much 
varian ce  w ith in  each of the two groups. One possible fa c to r  is  the 
e ffec t o f the individual teach er, which in turn  would d ire c tly  re la te  
to the fa c to r this exp erim en ter now considers to be the m ost c ru c ia l 
(a p a rt fro m  innate a b ility ) in assessing the d ifferences a ris in g  in a 
ch ild ’s use o f com pensatory behavior: the m o th er-ch ild  re la tionsh ip .
F o r  exam ple, Deschner (1972) describes m aterna l behaviors  
which appear to have the m ost positive e ffect on a ch ild ’s competence 
behaviors: em otional a v a ila b ility  and non-intrusiveness. These  
resu lts  suggest that fo r  the optim al development o f fee lings o f com­
petence a t certa in  stages o f developm ent, the child m ust have a
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m other who is able to tra n s m it w arm th  and approval w h ile  rem aining  
on the periph ery  of his physical and em otional life  space. In  this  
setting w ith  the m other serving as a positively  supporting, y e t non­
in te rfe rin g  backdrop, the dram a o f the ch ild 's  unfolding s e lf  may  
become apparent to both. It  is in this type of atm osphere that a  
child m ay best re a lize  that his active behavior has consequences fo r  
which he alone is responsible, i . e . , the developm ent o f tru e  in ternal 
Locus of C o n tro l. The facto rs  which m ilita te  against such an optim al 
environm ent a re  quite num erous, but i f  the convergence of unfortunate 
fac to rs  is  not too g re a t, many ch ildren  in th e ir  res ilien ce  over tim e  
manage to attain some degree o f feelings of e fficacy  in a num ber of 
a re a s .
I t  seem s lik e ly  that the s ign ificant resu lts  achieved in the p ilo t 
study between the com pensatory behavior of the norm al and learning  
d isa b ility  groups re flec ts  the consequences of overwhelm ing environ­
m ental s tress  and innate weaknesses which re s tr ic t  the energy avail­
able to a child fo r  com pensation, regard less of h is Locus of C ontro l. 
The task appears insurm ountable, and thus the child  in despair s im ply  
gives up.
The foregoing discussion of the resu lts  of the data regarding  
hypothesis I is  also re levan t to the resu lts  of hypothesis 2 . W hile  
the between groups varia tio n  of the Bender perform ance was not 
s ig n ifican t, the varia tio n  w ith in  groups was quite high, w ith  the m ost
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v a ria tio n  occurring  in the E x te rn a l Locus o f C ontro l group. A gain , 
the re s tr ic te d  range of the sam ple population operates against a 
disp lay  o f a s ign ificant d ifference  between the two groups. W ith  the 
exception o f I I  boys, a ll subjects w e re  w ith in  at leas t one standard  
deviation o f the mean o f the standardization sam ple fo r  th e ir  chrono­
log ica l age.
In m ost a rea  school system s, by the tim e  a child has reached  
the th ird  g rad e , any developm ental lags severe  enough to im pede  
learn in g  w ith in  no rm al lim its  have come to the attention o f teachers  
and rem ediation  o r  specia l c lassroom  placem ent im plem ented . Th us, 
the p o ss ib ility  o f la rg e  d iscrepancies in  v is u a l-m o to r perceptual per­
fo rm an ce w ith in  ch ild ren  in the re g u la r c lassroom  reg ard less  o f th e ir  
perso n a lity  c h a rac te ris tic s  is  quite s lig h t.
H ow ever, in keeping w ith  the o rig in a l purpose of this study, 
i . e .  to exam ine a no rm al population before proceeding to those deviant 
in perceptual developm ent, the exam in e r chose to d is reg ard  this  
fa c to r  te m p o ra r ily .
C u rre n t research  in infant and e a r ly  childhood developm ent 
continues to support G ibson’s th eo re tic a l conclusions regard ing  the 
developm ent of perceptual lea rn in g . Broadening the defin ition  o f a 
c h ild ’s e a r ly  environm ent to include s p e c ifica lly  the in terac tio n  be­
tw een m other and ch ild , studies a re  supporting the fa c ilita tin g  a n d /o r  
d eb ilita tin g  effects  o f m ate rn a l behavior regarding the ch ild ’s
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developm ent o f focused attention, contingency behavior and feedback 
in fluences, a l l  necessary fo r  adequate v is u a l-m o to r perceptual s k il l .
I t  is  in teresting  to note, regard ing au tism , the extent to which a child  
m ay view  his m other's  presence as d eb ilita tin g . In au tis tic  cases, a 
child appears to w ithdraw  com pletely fro m  the w o rld  o f object re la ted ­
ness, in teracting  only w ith  the n e u tra l, im personal w o rld . P ercep­
tion and cognition do develop under such austere  conditions, but in a 
m anner which is  d istorted  and unconducive to prog ress ive  and satisfy­
ing grow th. F o r  fu ll developm ent, the child m ust have fre e  access to 
both the in terpersonal and the im personal w o rld s . N o rm al perception  
and cognition appear to develop only w ith in  the context o f a re la tion­
ship w ith another human being, id ea lly  one who is  view ed by the child  
as consistently  supportive and n o n -in tru s ive .
W ith  regard  to hypotheses 3 , 4 , and 5 , the exp erim e n te r was 
in terested  in the re lationsh ip  between the perform ance of a child on 
the C h ild ren 's  LC  S cale  and the lA R . The f ir s t  tes t purports  to 
m easure Locus of C ontro l as a g enera l persona lity  c h a ra c te ris tic , 
influencing a person's behavior in m ost situations, w hereas the second 
te s t re la tes  sp e c ific a lly  to the m anifestation o f Locus o f C ontrol in 
academ ic achievem ent situations.
The resu lts  o f these scores provide some support fo r  the 
genera liza tio n  that ch ildren who perceive  them selves in general to be 
in te rn a lly  controlled m o re  re a d ily  assume resp o n s ib ility  fo r  th e ir
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in te lle c tu a l achievem ent. T h e  lA R  y ie ld s  three  sco res , one fo r  
academ ic success, one fo r  academ ic fa ilu re  and a to ta l index of 
academ ic re sp o n s ib ility . I t  is  in teresting  to note that Locus of 
C ontro l is  s ign ifican tly  re la ted  to the assumption of resp ons ib ility  
fo r  one’s academ ic fa ilu re s , but not fo r  academ ic successes. T h is  
discrepancy accounts fo r  the fa c t that the relationship between the 
C h ild ren ’s LC  S cale  and the to ta l index of the lA R  was s ign ificant 
at p < .  10 but not p < .  05 .
Th ese resu lts  indicate that the m ore  in tern a lly  contro lled  a 
child  p erce ives  h im s e lf to be, the m ore  lik e ly  is  he to assume  
resp o n s ib ility  fo r  his academ ic fa ilu re s . T h ere  appears to be no 
c o rre la tio n  between in tern a l Locus of C ontrol and the assum ption of 
resp o n s ib ility  fo r  academ ic success. These resu lts  appear to re fle c t  
the aforem entioned developm ent o f the ch ild ’s conscience. Develop­
m e n ta lly , an e ig h t-yean -o ld  child is  concerned w ith  the in tro jection  
of paren ta l and soc ie ta l values regard ing honesty, (A . F re u d , 1965). 
A t th is  age , a child is much m ore  lik e ly  to adm it his m istakes in  
o rd e r  to rece ive  au tho rity  approval fo r  his co n trition . On the o ther  
hand, parents as w e ll as o ther authority  fig ures  charged w ith  the  
resp o n s ib ility  o f inculcating desired  behavioral constraints tend to  
de-em phasize  the notion that one is  also responsible fo r  the success 
he ach ieves. A s success-oriented  as our society is , the norm  o f the 
’’humble v ic to ry ” s t i l l  predom inates and is  highly valued. F o r  a
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latency age boy, bragging is  considered taboo and to be certa in  to 
alienate  him  fro m  peers; consequently, the tendency exists to dis­
count one’s academ ic success and to a ttribu te  such to luck, "the  
teach er liked  m e ,"  o r other fortu itous c ircum stances.
W ith  these resu lts  in m ind, the exp erim en ter would like  to 
s tress  again the im portance of va lid ity  in the m easurem ent o f Locus 
of C ontro l as a general personality  cl^iaracteristic. The C h ild ren ’s 
LC  S ca le  does not seem adequate to the making of fin e , consistent 
d iscrim in atio n s  regarding this dimension o f p e rso n a lity . W hether 
o r not a m ore  useful paper and pencil instrum ent could be devised 
is  questionable, but certa in ly  would be w orth the e ffo rt involved.
In  addition , fu ture research  m ight explore these hypotheses 
w ith reg ard  to a child ’s socio-econom ic status, p a rtic u la r ly  as it  
in te rac ts  w ith  ethnic group. O th er populations o f in terest fo r  future  
research  in the a rea  o f Locus o f Control a re  learn ing disabled and 
em otionally  disturbed ch ildren .
A  p r im a ry  problem  which w ill  continue to h inder research ers  
in reaching defin itive  conclusions regarding Locus of Control is  the 
phenomenological nature of the concept. Investigators who would 
attem pt to m easure o v e rt, concrete behavior a re  continuously con­
fronted w ith  the tran s ito ry  and often illu so ry  nature of a person’s 
in tern a l perception o f the w o rld . One s im ply  cannot speculate about 
another’s phenomenological existence from  the behavior he exhibits
50
w ith  com plete assurance that a cause and e ffec t re lationsh ip  is  
o p era tin g . One can only state what appears to be s o .
The resu lts  o f this study indicate that there  is  no sign ificant 
difference  in the com pensatory behavior and v isua l-m otor perceptual 
perform ance of eight and n in e -y e a r-o ld  boys, fa lling  w ithin the norm al
I .Q .  range, when viewed along the continuum of Locus of C ontro l.
I t  is  anticipated that in r.future investigations, as the range of the 
population is  w idened, the differences w il l  becom e m ore apparent.
Eventually  the bridge m ay be narrow ed between experim enta l 
and th eo re tica l developmental psychology. A t the present t im e , 
th ere  is  a wealth of experim enta l knowledge regard ing Locus of 
C ontro l and considerable theore tica l m a te r ia l ordering a ch ild 's  
growth fro m  conception to adulthood. A s these two camps a re  able 
to jo in  and com plem ent each other w ith the knowledge that each has 
to o ffe r , valuable insights m ay become availab le  in an a rea  of m a jo r  
and seem ingly insoluble concern fo r  educators, that of m otivation .
C H A P T E R  V I  
S U M M A R Y
O f un iversa l and p r im a ry  concern to educators is  the achieve­
m ent m otive: how it  is  developed in ch ild ren , and to w hat degree it  
is  influenced by non-in te llectual v a ria b le s . A  rev iew  o f the lite ra tu re  
revea led  that Locus of Control m ay be re la ted  to severa l va riab le s  
affecting a ch ild 's  classroom  p erfo rm an ce, i . e . ,  achievem ent m oti­
va tio n , feelings of detachm ent, se lec tive  attention , fru s tra tio n  
to lerance  and socio-econom ic status. A fte r  exam ining the resu lts  
o f th is  re se arch , the exp erim en ter hypothesized that compensation  
would be one m anifestation o f a ch ild 's  leve l o f m otivation . In addi­
tio n , the basic p rin c ip le  underlying com pensatory behavior appeared  
d ire c tly  re la ted  to the Locus of C ontrol d im ension, i . e . ,  the convic­
tion  that one's e ffo rts  do m ake a d iffe ren ce . A t the present t im e , no 
system atic  research  on Compensation has been reported  in the lite ra ­
tu re .
Koppitz (1964) has stated that the provision of necessary tim e  
fo r  c lassroom  tasks is  the single m ost im portant fa c to r in aiding  
percep tua lly  handicapped ch ildren in the struggle to function adequately
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despite poor v is u a l-m o to r percep tion , that the a b ility  to compensate 
fo r  im p a ired  perception demands t im e .
I t  is  possible that in te rn a lly  contro lled  behavior is  discouraged  
by teachers  who program  th e ir  c lassroom s on a tigh t "fifteen  m inutes  
h e re , twenty m inutes there" schedule, regard less  o f the individual 
needs of the child  . . . a fte r  a l l ,  he can alw ays stay in fro m  recess  
and fin ish  his w o rk . T h is  type o f re in fo rcem ent is  com m only used 
by tea ch ers , and, w h ile  appearing m ore  human and reasonable than 
c o rp o ra l punishm ent, it  m ay se rve  to fo s te r a negative attitude in 
the child  tow ard compensation s p e c ific a lly  and learn ing  in gen era l. 
T h e  te a c h er, viewed through the eyes of a child who m ay have been 
e arn e s tly  w orking w ith in  the range of present a b il ity , becomes a 
pow erfu l o th e r, a fo rm idab le  fo e , exerc is in g  control over the a ll too 
b r ie f  and s o re ly  needed m om ents o f resp ite  fro m  the c lass ro o m . The  
c y c lic a l nature o f externa l contro l is  perpetuated, insid iously  eroding  
a ch ild 's  achievem ent m otivation u n til, prom pted by a sense of a liena­
tio n , he "w ithdraw s" fro m  the th re a t of c lassroom  in te ra c tio n , and 
occupies his desk in a physical sense on ly . P robably  a m ore positive  
solution than w ithdraw al occurs w ith  the adolescent's giving up 
altog eth er and dropping out o f school.
T h is  study was designed to exam ine the com pensatory behavior 
and v is u a l-m o to r perceptual perform an ce o f fo r ty -s ix  th ird  grade  
boys in the M oore  Pub lic  School S y s tem , fa llin g  w ith in  the norm al
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range of in te llec tua l developm ent, and grouped according to th e ir  
perceived Locus of C o n tro l. Using a one-w ay A N O V A , no s ign ificant 
differences w ere  observed between the two groups w ith  regard  to 
compensation and v is u a l-m o to r perceptual perform ance*, how ever, 
on this te s t, d ifferences w ere  s ign ifican tly  la rg e  w ith in  the two 
groups, indicating the influence o f unknown, fa c to rs . The spec ific  
m o th er-ch ild  re la tionsh ip  was hypothesized as the m a jo r unknown 
v a ria b le . A  weak but s ign ificant re lationsh ip  between a ch ild 's  p e r ­
ceived Locus of Control and his w illingness to assume resp onsib ility  
fo r  his academ ic fa ilu re s  was noted.
In conclusion, this investigation indicated that gross d ifferences  
regard ing the re lationsh ip  between Locus of C ontro l and compensation  
do not ex is t in a classroom  com prised of ch ild ren  w ith  in te llec tu a l 
a b ilitie s  w ith in  the norm al ra n g e . Fu ture  research  m ay support the 
assumptions of this study in specia l education groups, p a rtic u la r ly  
in the case o f the learn ing d isa b ility  c h ild .
Should these hypotheses gain support, educators m ay be able  
to influence a ch ild 's  leve l o f m otivation m ore  d ire c tly  by fostering  
awareness o f contingency behavior and fac ilita tin g  feedback mechan­
ism s tow ard the end goal o f op tim al academ ic achievem ent. The  
pervasive feelings o f a lienation c u rren tly  experienced by many 
adolescents and m anifested in the ris in g  school d rop -out ra te  appear
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to be p r im a r ily  rooted in and perpetuated by existing educational 
p ractices  which give scant hope to a la rg e  segment o f students that 
they m ay indeed affect th e ir  own achievem ent behavior.
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A P P E N D IC E S
A P P E N D IX  I
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F  T H E  lA R  SO O RES
(T ab les  6 , 7 and 3)
T A B L E  6
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F  T H E  IN T E L L E C T U A L
A C H IE V E M E N T  R E S P O N S IB IL IT Y  Q U E S T IO N N A IR E  (+) SCO RE
F O R  T H E  IN T E R N A L  A N D  E X T E R N A L LO CU S O F C O N TR O L
G R O U PS
Group Mean StandardDeviation
I  L C  N = 2 3 1 1 . 8 6 9 6 1 . 1 2 9 8
E  L C  N = 2 3 1 1 . 8 2 6 1 2 . 2 7 7 6
T A B L E  7
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F  T H E  IN T E L L E C T U A L
A C H IE V E M E N T  R E S P O N S IB IL IT Y  Q U E S T IO N N A IR E  ( - )  SCO RE
FO R  T H E  IN T E R N A L  A N D  E X T E R N A L  LO CU S O F C O N TR O L
G R O U PS
Group M ean StandardDeviation
I L C  N = 2 3 1 1 . 4 3 4 8 2 . 6 0 1 4
E L C  N = 2 3 9 . 6 5 2 2 3 . 4 8 4 3
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T A B L E  8
M E A N S  A N D  S TA N D A R D  D E V IA T IO N S  O F  T H E  IN T E L L E O T U A L  
A O H IE V E M E N T  R E S P O N S IB IL IT Y  Q U E S T IO N N A IR E  T O T A L  IN ­
D EX S C O R E FO R T H E  IN T E R N A L  A N D  E X T E R N A L  LOOUS O F  
C O N T R O L  GROUPS
Group M%Ii^  S tandard
Deviation
IL O  N = 2 3  2 3 . 3 0  2 . 0 9
E L C  N = 2 3  2 1 . 4 8  4 . 3 4
APPENDIX II
RAW  D A TA  FO R  P IL O T  S T U D Y
•LEARNING D IS A B IL IT Y  GROUP
S ubject lA R  T o ta l Index 
S core
Compensation
S core
Koppitz
S core
1 21 1 6
2 1 9 1 3
3 1 8 3 3
4 2 3 5 2
5 9 5, 3
6 1 3 6 6
7 17 4 3
8 2 3 6 9
9 1 8 1 4 0
x = 1 7 . 8 9 x = 5 . 0  X = 3 . 8 9
S.  D .=4 .6076 S .D .=3.6508 S . D . =2.5139
N O R M A L GROUP
Subject lA R  T o ta l Index Compensation Koppitz
S core S core Score
1 1 5 6 3
2 2 4 6 2
3 2 3 1 1 1
4 2 7 1 3 4
5 27 1 3 0
6 2 4 1 7 2
7 2 4 1 9 ■ 1
8 2 5 2 0 6
9 3 1 3 7 6
% =24.44 5?=45.78 x=2 .56
S .D . = 4 . 0 S .D . = 8 .8 7 9 2  S .D . = 2 .0 42 1
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APPENDIX III
N O R M A T IV E  D A T A  FO R  T H E  D E V E L O P M E N T A L  
B E N D E R  SC O R IN G  S Y S T E M  FO R  C H IL D R E N
D is trib u tio n  o f B ender M ean S cores and Standard Deviation
M ean Standard P lu s /M in u s
Age Group N S co res Deviation S . D .
5 -  0 to 5 -  5 8 1 1 3 . 6 3 . 6 1 1 0 . 0 t o 1 7 . 2
5 -  6 t o 5 -  1 1 1 2 8 9 . 8 3 . 7 2 6 . 1 t o 1 3 . 5
6 -  0 t o 6 -  5 155 8 . 4 4 . 1 2 4 . 3 t o 12 . 5
6 -  6 t o 6 -  1 1 1 8 0 6 . 4 3 . 7 6 2 . 6 t o 10 . 2
7 - 0 t o 7 - 5 1 5 6 4 . 8 3 . 6 1 1 . 2 t o 8 . 4
7 -  6 t o 7 -  1 1 11 0 4 . 7 3 . 3 4 1 . 4 t o 8 . 0
8 —0 t o 8 - 5 6 2 3 . 7 3 . 6 0 . 1 t o 7 . 3
8 -  6 t o 8 -  1 1 6 0 2 . 5 3 . 0 3 . 0 t o 5 . 5
9 -  0 t o 9 - 5 6 5 1 . 7 1 . 7 6 . 0 t o 3 . 5
9 -  6 t o 9 -  1 1 4 9 1 . 6 1 . 6 9 . 0 t o 3 . 3
1 0 - 0 t o 1 0 -  5 2 7 1 . 6 1 . 6 7 . 0 t o 3 . 3
1 0 - 6 t o 1 0 -  1 1 3 1 1 . 5 2 . 1 0 . 0 t o 3 . 6
T o ta l 1 1 0 4
D is trib u tio n  of B ender M ean S cores by School G rades
P lus/M inus
G rade P lacem ent 
Beginning of Y e a r N
M ean
Age
Mean
S core
Standard
D eviation
Standard
Deviation
K indergarten 3 8 5 - 4 1 3 . 5 3 . 6 1 9 . 9  t o  1 7 . 1
1st G rade 1 5 3 6 -  5 8 . 1 4 . 4 1 4 . 0  t o  1 2 . 2
2nd Grade 1 41 7 -  5 4 . 7 3 . 1 8 1 . 5  t o  7 . 9
3 rd  G rade 4 0 8 - 7 2 . 2 2 . 0 3 . 2  to  4 . 2
4th G rade 3 9 9 — 8 1 . 5 1 . 8 8 . 0  to  3 . 4
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APPENDIX IV
B E N D E R  SC O R ES FR O M  EA C H  E X A M IN E R  (E )  
FO R  T H E  E X T E R N A L  GROUP
Subject El Es E 4
1 0 4 3
2 0 1 0
3 4 4 3
4 2 4 3
5 3 6 4
6 3 2 4
7 1 2 ' 3
8 4 8 5
9 6 8 6
1 0 3 5 4
1 1 2 2 3
1 2 4 6 5
1 3 2 2 3
1 4 0 1 2
1 5 2 2 1
1 6 1 1 3
1 7 8 8 7
1 8 5 4 4
1 9 1 2 1
2 0 3 3 4
2 1 1 2 1
2 2 1 2 1
2 3 6 8 6
67
68
B E N D E R  SC O R ES FROM EAOH E X A M IN E R  (E )  
FO R  T H E  IN T E R N A L  GROUP
. Subject Es E4
1 1 1 4
2 4 3 2
3 3 3 2
4 5 6 6
5 3 4 5
6 2 2 3
7 5 5 5
8 4 4 4
9 3 3 4
1 0 1 2 2
1 1 5 6 5
1 2 1 3 2
1 3 2 2 1
1 4 2 3 3
1 5 2 2 3
1 6 3 4 3
1 7 1 1 3
1 8 2 3 2
1 9 4 8 6
2 0 5 7 7
2  1 4 6 5
2 2 2 2 1
2 3 2 3 3
.A P P E N D IX  V
R E S U M E  O F  T H E  Q U A L IF IC A T IO N S  O F  E X A M IN E R S
E xam in e r 1 (Southgate -  The investigato r) -  T h is  exam in er is  a 
doctoral student in Counseling Psychology w ith extensive practicum  
experience in the adm in is tra tio n , scoring , and in terp re ta tio n  of the 
Bender G estalt T e s t to school age ch ildren .
E xam in er 2 (P la za ) -  T h is  exam in er is a doctoral student in 
Counseling Psychology w ith  coursew ork in psychological testing and 
test,and m easurem ent theory . She was tra ined  by the exam in er in  
the techniques of adm inistering the Bender and the lA R  to ch ild ren . 
E xam in er 3 -  T h is  sc o rer is  a Counseling Psychologist (P h .D . )  
who w orks at a child guidance c en te r. She has had extensive course  
w ork  in psychological testing and two years  of c lin ic a l experience in 
the scoring and in terpreta tion  o f the Bender G estalt T e s t.
E xa m in er 4 -  T h is  s c o re r is  a M a s te r ’s degree leve l psychologist 
who has worked fo r  one y e a r in the M idw est C ity  Public  School 
System  as a school psychom etris t. H er w ork  da ily  involves the 
scoring and in terp reta tion  o f the Bender G estalt T e s t.
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APPENDIX VI
C h ild ren 's  Locus of C ontro l Scale  
Instructions
T h is  is  not a te s t. I am just try in g  to find out how kids your 
age think about certa in  things. I am going to ask you some questions 
to see how you feel about these things. T h e re  a re  no rig h t o r  wrong 
answers to these questions. Som e kids say "Yes" and som e say 
" N o ."  When I ask the question, i f  you th ink your answ er should be 
yes , o r  m ostly  yes, say " Y e s ."  I f  you th ink the answer should be 
no, o r  m ostly  no, say "N o ."  R em em ber, d iffe ren t ch ild ren  give 
d iffe ren t answ ers, and there  is  no rig h t o r  wrong answ er. S ay  
"Yes" o r  "N o ,"  depending on how you th ink the question, should be 
answ ered. I f  you want me to repeat a question, ask m e. Do you 
understand? A ll r ig h t, listen c a re fu lly , and answer "Yes" o r  "N o ."
1p. When somebody gets made at you, do you usually fee l
th e re  is  nothing you can do about it?
2 f. Do you re a lly  believe a kid can be w hatever he wants to  be?
3 f. When people a re  mean to you, could i t  be because you
did something to m ake them  be mean?
4 f. Do you usually m ake up yo u r m ind about something w ithout
asking someone firs t?
5 f. Can you do anything about what is  going to happen tom orrow ?
6 f .  When people a re  good to you, is  i t  usually  because you did
something to m ake them be good?
7 f. Can you ever m ake other people do things you want them  to do?
8 f .  Do you ever th ink that kids your age can change things that
a re  happening in the world?
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9 f . I f  another child was going to h it you, could you do anything 
about it?
lO f. Can a child your age e v e r have his own way?
l ip .  Is  i t  hard fo r  you to know why some people do certa in  
things?
12f. When someone is  nice to you, is i t  because you did the r ig h t  
things?
13f. Can you e v e r try  to be frien d s  w ith  another kid even i f
he doesn't want to?
14f. Does it  e v e r help any to think about what you w ill be
when you grow up?
15f. When someone gets mad at you, can you usually do som ething  
to m ake him  your frien d  again?
16f. Can kids yo u r age e v er have anything to say about w here
they a re  going to live?
17 f. When you get in an argum ent, is  i t  som etim es yo u r fault?
18p. When nice things happen to you, is  i t  only good luck?
19p. Do you often feel you get punished when you don't deserve it?
2 0 f. W il l  people usually do things fo r  you i f  you ask them?
2 If . Do you believe a kid can be w h atever he wants to be when
he grows up?
22p. When bad things happen to you, is  i t  usually  someone
e ls e 's  fault?
2 3 f. Can you e v e r know fo r  sure  why som e people do certa in
things?
Note The le t te r  "f" follow ing item  num ber indicates that an 
answ er o f "Yes" is  scored as in te rn a l con tro l. The  
le t te r  "p" s ign ifies that an answ er o f "No" is  scored  
as in te rn a l contro l.
APPENDIX VII
Th e  lA R  Scale
1 . I f  a teach er passes you to the next g rade , would i t  probably be
a . because she liked you, o r
1+  b . because of the w o rk  you did?
2 . When you do w e ll on a te s t a t school, is  i t  m o re  lik e ly  to be
1+ a . because you studied fo r  i t ,  o r
:b. because the tes t was especia lly  easy?
3 . When you have troub le  understanding something in school, 
is  i t  usually
a . because the teach er d idn 't explain i t  c le a r ly , o r  
I -  b . because you d idn 't lis ten  carefu lly?
4 . When you read a s to ry  and can 't rem em b er much o f i t ,  is  
i t  usually
a . because the s to ry  w asn 't w e ll w ritte n  o r
I -  b . because you w e re n 't in terested  in the story?
5 . Suppose yo u r parents say you a re  doing w e ll in school.
Is  th is lik e ly  to happen
14- a . because your school w o rk  is good, o r
1 b . because they a re  in a good mood?
6 . Suppose you did b e tte r than usual in a subject a t schoo l.
W ould i t  probably happen
14- a . because you tr ie d  h a rd e r, o r
b . because someone helped you?
7 . When you lose at a game o f cards o r  checkers , does i t  
usually  happen
a . because the o ther p la y e r is  good at the gam e, o r  
I -  , b. because you don't p lay w ell?
8 . Suppose a person doesn't th ink you a re  v e ry  b rig h t o r  c le v e r.
a . can you m ake him  change his m ind i f  you t r y  to , o r
b. a re  there  some people who w ill th ink y o u 're  not v e ry  
brig ht no m a tte r what you do?
72
73
9 . I f  you solve a puzzle qu ick ly , is  it
a , because it  w asn 't a v e ry  hard pu zz le , o r  
1+  b . because you w orked on i t  carefu lly?
10. I f  a boy o r  g ir l  te lls  you that you a re  dum b, is  it  m ore  lik e ly  
th a t they say that
a , because they a re  mad at you, o r
I— b. because what you did re a lly  w asn 't v e ry  bright?
1 1 . Suppose you study to become a tea ch er, sc ie n tis t, o r  
doctor and you fa i l .  Do you th ink th is would happen
I -  a . because you d id n 't w o rk  hard enough, o r
b . because you needed some help, and o ther people d idn 't 
give i t  to you?
12. W hen you lea rn  som ething quickly in  school, is  i t  usually
1+ a . because you paid close attention, o r
b . because the teach er explained i t  c learly?
13. I f  a teach er says to you, "Y o u r w o rk  is  f in e ,"  is it
a . something teachers  usually  say to encourage pupils, o r  
1+ b . because you did a good job?
14. When you find it  hard to w o rk  a rith m e tic  o r  m ath problem s
at school, is  it
I— a . because you d id n 't study w e ll enough before you tr ie d  th em , o r
b. because the teach er gave problem s that w ere  too hard?
15. W hen you fo rget som ething you heard in c lass , is  it
a . because the teach er d idn 't explain i t  v e ry  w e ll, o r
I— b . because you d id n 't t r y  v e ry  hard to rem em ber?
16. Suppose you weren^'t sure  about the answ er to a question your
teach er asked you, but yo u r answ er turned out to be r ig h t.
Is  i t  lik e ly  to happen
a . because she w asn 't as p a rtic u la r  as usual, o r
1+  b. because you gave the best answ er you could think of?
17. When you read a s to ry  and rem em b er m ost o f i t ,  is  i t  usually
1+  a . because you w e re  in terested  in the s to ry  o r
b. because the s to ry  was w e ll w ritten?
18. I f  yo u r parents te ll  you yo u 're  acting s i l ly  and not thinking  
c le a r ly , is  it  m ore  lik e ly  to be
I— a . because of som ething you d id , o r
b. because they happen to be feeling cranky?
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19. W hen you don't do w e ll on a tes t at school, is it
a . because the test was especia lly  h ard , o r  
I -  b . because you didn't study fo r  it?
20. When you w in at a game o f cards o r  checkers, does i t  happen
1+ a . because you play rea l w e ll, o r
b. because the other person doesn't play well?
21. I f  people th ink y o u 're  bright o r  c le v e r , is  it
a . because they happen to like  you, o r
1+ b . because you usually act that way?
22. I f  a teacher d idn 't pass you to the next grade, would it
probably be
a . because she "had i t  in fo r  y o u ,"  o r
I -  b . because yo u r school w ork  w asn 't good enough?
23. Suppose you don't do as w e ll as usual in a subject at school. 
W ould this probably happen
I -  a . because you w e re n 't as ca re fu l as usual, o r
b . because somebody bothered you and kept you fro m  working?
24. I f  a boy o r  g ir l  te lls  you that you a re  b rig h t, is  i t  usually
1+ a . because you thought up a good id ea , o r
b . because they like  you?
25. Suppose you became a famous te a ch er, sc ien tis t o r  doctor.
Do you think th is  would happen
a . because o ther people helped you when you needed i t ,  o r  
1+ b. because you worked v e ry  hard?
26. Suppose yo u r parents say you a re n 't  doing w e ll in your school 
w o rk . Is  th is  lik e ly  to happen m ore
I -  a . because y o u r w ork  isn 't v e ry  good, o r
b . because they are  feeling cranky?
27 . Suppose you a re  showing a frien d  how to play a gam e and he 
has trouble w ith  i t .  Would that happen
a . because he w asn't able to understand how to p lay , o r
I -  b . because you couldn't explain it  w ell?
28 . When you find it  easy to w ork a rith m e tic  o r  m ath problem s
at school, is  i t  usually
_ a .  because the teacher gave you especia lly  easy prob lem s, o r  
1+ b . because you studied your book w e ll before you tr ie d  them?
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29 . When you rem em b er something you heard in c lass , is  it  
usually
1+ a . because you tr ie d  hard to re m em b er, o r
b. because the teacher explained it  well?
30 . I f  you can 't w ork  a puzzle , is  it  m ore lik e ly  to happen
I -  a . because you a re  not especia lly  good at w orking puzzles, o r
b . because the instructions w e re n 't w ritte n  c le a r ly  enough?
31. I f  your parents te ll you that you a re  bright o r  c le v e r , is it  
m ore lik e ly
a . because they a re  feeling good, o r  
1+ b . because of something you did?
32. Suppose you are  explaining how to play a game to a friend  
and he learns  qu ickly . W ould that happen m ore often
1+ a . because explained it  w e ll, o r
b . because he was able to understand it?
33 . Suppose yo u 're  not sure about the answ er to a question your 
teach er asks you and the answ er you give tu rns  out to be 
w rong. Is  i t  lik e ly  to happen
a . because she was m ore p a rtic u la r  than usual, o r  
I -  b . because you answered too quickly?
34 . I f  a teach er says to you, " T r y  to do b e tte r ,"  would it  be
a . because th is  is something she m ight say to get pupils to 
t r y  h a rd e r, o r
b . because yo u r w o rk  w asn 't as good as usual?
APPENDIX VIII
K O P P IT Z  SC O R IN G  S Y S T E M  FOR T H E  B E N D E R  G E S T A L T  T E S T
Nam e
Date
No. Age
E xam in er T im e
Koppitz S core V is u a l-M o to r  Age Neurogenic S core
Em otional Score
F ig u re  A  
D istortion  ( * )  
^Disproportion ( *7 )  
^Rotation (*9 )  
In tegration (*7 )
F ig u re  1
C irc le s  fo r  dots ( * )  
“ Rotation ( * * )  
P erseveration  ( * * 8 )
F ig u re  2 
Rotation (*9 )  
_Shape lost ( * * 6 ) 
P erseveration  ( * * 8 )
Compensation S core
F igure  4 
_Rotation ( * * )  
In tegration ( * )
F ig u re  5
C irc le s  fo r  dots (*9 )  
Rotation ( * )
Shape lost 
Lines fo r  dots ( * * )
F ig u re  6
Angles fo r  curves ( * )  
Continuous line  ( * * )  
P ersevera tion  ( * * 8 ) 
In tegration ( * )
F ig u re  3
C irc le s  fo r  dots (*7 )  
^Rotation ( * 8 ) 
Continuous line ( * * )
F ig u re  7
D isproportion ( 8 ) 
D istortion  
Rotation ( *7 )  
In tegration ( *7 )
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F ig u re  8  
D is to rtion  (87) 
Rotation ( * * )
Em otional Indicators
Confused o rd e r
W avy lin e  (1 and 2) 
Increasing s ize  ( ,  2 , and 3) 
Dashes (2 )
"Large s ize  
S m a ll s ize  
F ine  line  
O verw orked lines  
Second attem pts  
Tw o o r  m ore sheets
S ig n ifican t tes t behavior (N eurogenic Com pensations)
Excessive amount o f tim e
T  racing
Anchoring
D raw ing fro m  m em ory
Rotation o f card  and p v.oer
Checking and recheckir y dots and c irc le s
Im pu ls ive  drawings w ith  e rasu res
Expressed dissatisfaction w ith  poor w o rk
Com m ents :
adapted fro m  H olroyd , R ichard G . The Koppitz Bender G esta lt T e s t  
fo r  Young Children-. A  Scoring  Guide. Journal o f C lin ica l Psychology, 
V o l. 22 , 1966.
